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PREFACE 

Tms condensation of A Text-Book in the History of Edu- 
cation, issued in 1905, has been prepared to meet the demands 
of Normal and Training schools and of those colleges that 
have not sufficient time at their disposal for this suhject to 
master the contents of a larger text The great need in the 
study of the history of education has been the incorporation 
of enough historical material to give body to the subject, and 
to indicate the relationship between history or social life and 
education. This Brief Course aims to avoid the tendency 
towards too great generalization characteristic of most texts 
on the subject, and to preserve much of the concreteness of 
the larger text by omitting many topics, especially those that 
demand a philosophical treatment such as most non-collegiate 
students are unprepared to give. Even in the abbreviated 
form, the volume contains more material than other texts on 
the subject ; but it is hoped that the use of this or any briefer 
text is but preliminary to the use of some larger one commen- 
surate with the importance of the subject 

So far as compatible with this condensation, the text aims 
to retain the merits sought for in the larger one, namely : to 
suggest, chiefly by classification of this material, interpreta- 
tions such as will not consist merely in unsupported gen- 
eralizations ; to give, to some degree, a flavor of the original 
sources of information ; to make evident the relation between 
educational development and other aspects of the history of 
education ; to deal with educational tendencies rather than 
with men ; to show the connection between educational 
theory and actual school work in its historical development * 
to suggest relations with present educational work. 



vi Preface 

The methods of presentation of the subject are the same 
as in the larger work. Marginal notes and chapter summa- 
ries have been added for the convenience of the student. 
All bibliographical material, together with suggestions con- 
cerning topics for further Btudy, have been omitted, as they 
are accessible in the larger text. Should further material 
or further references be desired, recourse can be had to the 
Text-Beck or to the Syllabus prepared to accompany the 
text 

P. M. 

Nnr YoKK, Vitri. 1907. 
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BRIEF COURSE IN THE HISTORY 

OF EDUCATION 

CHAPTER I 

PRIM ITIVE PEOPLES. E DUCATION IN ITS SIMPLEST FOSM 

SIGNIFICAirCE OF PRIMITIVE EDUCATION. — Educa- Edua 
tion in its simplest form is found among the primitive societies of |^^ 
savage and barbarian peoples. Here one finds no school, no 
method of education consciously recognized as such, and only the 
slightest differentiation of a teaching class. And yet there is evi* 
dent the essential characteristic of the educational process — the 
fitting of the child to his physical and social environment through 
the appropriation of the experience of previous generations. 

In our own time society is so complex that one can with 
difficulty get a grasp of the true nature of the entire educational 
process and of its relation to social life as a whole. In the Cban 
primitive stage, where society is so simple, the general nature, ^JJ^*^ 
purpose, methcxl, organization, and result of education are more readU 
readily discovered. By such a study one may arrive at a better 
comprehension of later more complex stages of educational 
activity. 

PRACTICAL EDUCATION.— The training in the processes 
of obtaining food, clothing, and shelter — which are obligations 
possessing a very direct and insistent character for every in- 
dividual in primitive society — constitutes their practical edu- 
cation. Yet there is seldom, if ever, a direct, conscious process 
of training on the part of society. The necessary knowledge 
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is obtained by the child through imitation. In the earlier 
itionof years this imitation is unconscious. The child in savage and 
^°^* ^® barbarous tribes plays with miniature imitations of the imple- 
jh play ments used by adults. His amusements and games are, simi- 
■ larly, but imitations of the activities of adult life. Indian chil- 
dren play with a log in the water and learn to balance and to 
paddle as the use of the canoe will later demand. The boys 
shoot at a mark with the bow and arrow; the girls make utensils 
of clay and play at the preparation of food. There are few 
games aside from such imitations. These few, such as a simple 
ball game, are merely imitations of the sports of adults. 

The second stage of this training through imitation is a con- 
scious one. Then both boy and girl assist in the activities of 
the adults, and must learn by imitation because the work is 
demanded of them. This demand on the part of the adult, 
however, is not for the sake of training the child, but for the 
^^ result of the work. In the art representations of their social 
activities left by primitive people, there are to be found no 
evidences of any conscious training of the young by the adult. 
And in the study of those forms of primitive life that have sur- 
vived, few practical educational activities, save the two forms 
of imitation mentioned above, have been found by scientific 
observers. 

THEORETICAL EDUCATION. — Another phase of primitive 
life which occupies much of the time of the adults and possesses 
educational value for the young, is that connected with cere- 
ition monies, dances, and incantations. Such ceremonial perform- 
^ , ances constitute the religious worship of primitive peoples and 
are necessary before a hunt, a military expedition, a harvest, 
omes ^^ planting of grain, the storing of food, and, in fact, before any 
important social activity. Inasmuch as they contain explana- 
tions of the myths, legends, religious dogmas, scientific or in- 
tellectual beliefs, or historical traditions of the respective tribes, 
all such ceremonials have an educational function. Thus the 
younger generations are being continually instructed in the lore 
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(f the past, — in that which constitutes the intellectual and 
k iiritual life of these people. 

Initiation Ceremonies possess special educational value. Educat 
'i iise are to be foimd with all primitive people. Usually there ^f^^ 
are initiation ceremonies for girls conducted by the women, as initiatk 
well as those for boys conducted by the men. The latter, *^^^™° 
however, are by far the more elaborate and more important. 
The greatest variation occurs. With some tribes such cere- 
monies are brief; with others they extend over a series of years. 
In aU cases they are most characteristic at the beginning of the 
adolescent period of the novice and culminate in his admission 
into adult membership in the tribe. 

Voluminous descriptions of such ceremonies in many tribes 
are now to be found. The outline of the initiation as practiced 
by the Central Australian tribes will sufl&ce as an example. Here 
there are three distinct steps or periods in the initiation which outliw 
extend through several years. At the age of ten or eleven the ?^.^®. 
boy is seized by a number of adults who are marked out for ceremo 
this special work by the position which they hold in the genetic * °^ *^^ 
or family organization of their tribe. He is painted with the to- Austral 
temic S)rmbols, tossed up into the air, and severely beaten. A few 
years later he is again seized and subjected to mutilation. The 
form of mutilation varies: it may be a scarification of back or 
breast that will leave throughout life marks of identification; 
it may be a knocking out of front teeth, a piercing of nasal 
septimi or of lips, or a loosening of the scalp by biting. The 
ceremony usually culminates in a smoking or burning over 
a fire. During the period of these ceremonies — lasting for 
some Azys — the youth is given little or nothing to eat. By 
hunting he must secure certain animals used in the ceremonies. 
Thus as an incidental part of the initiation he is trained to fur- 
nish food for the adults. The entire period is taken up with a 
variety of complex totemic dances and ceremonies. During the 

^ Society organized on the basis of blood relationships instead of upon the 
territorial relationship of political societies. 
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ceremonies he has a guardian to direct him, but for the most 
part he must observe absolute silence. The illustration given 
shows the concluding ceremony by which the ban of silence is 
removed by the medicine men who have conducted the initia- 
tion. The third phase of the initiation follows this, after an 
interval of some months. It consists of elaborate dances and 
performances participated in by large numbers, often represent- 
ing several tribes, and sometimes lasting for several months 
with ceremonies every day. After this the youth is admitted 
into full membership in the tribe and henceforth associates no 
longer with the women and children. 

lvalue Educational Meaning of the Initiatipn. — These ceremonies 
possess first a moral value. Through the mutilations, the boy 
is taught to endure pain; through exposure and want, he is 
taught to endure hardship and hunger; through subservience 
to the performers, he is taught obedience and reverence for 
adults. He learns that he is expected to serve his elders and 
especially to supply the family, of which he becomes a member 
by marriage or adoption, with the necessities of life. In fact, 
to an observer these ceremonies seem to be largely for the purpose 
of continuing the dominance of the elders in the control of 
society. Thus they possess a social and political value. 

»1 This second value is further revealed by the fact that the 

decorations painted on the performers are totemic symbols. 
The explanation of these reveals the history and traditions of 
the tribe. Thus, also, are explained the complex relationships 
of genetic society, which constitute their politics, social order, 
science and religion, all in one. The dances and ceremonial 
performances have a similar purpose and are connected with 
their religious beliefs as well. In this they resemble in a crude 
way the early drama of the Greeks, the miracle and moral plays 
of the Middle Ages, and even the initiation ceremonies of modem 
secret societies. 

Their religious value is evidenced in the fact that the totem is 
the center of worship and that the characters in these ceremonies 
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represent totemic animals. Around such totems center their Rdigicni 
religious myths. In the explanation of these is found a fifth '"'" 
educational function; for such myths contain whatever of in- intelleit 
lellectual and scientific explanation the savage or barbarian has "° 
been able to give of the operation of the forces of nature. 

A final value is to be found in the practical bearings of many Prwiic* 
activities connected with these ceremonies. Under the dircc- ^ 
tion of the designated guardian the youths to be initiated Icam 
the methods of capturing certain animab, the arts of making fire, 
preparing food, and similar processes of practical value. To 
primitive peoples, however, the significant feature of these ac- 
tivities is not the practical, but the religious; all such practical 
activity must be performed in a definite, stipulated way. Such 
distinctive methods of action constitute their religion. Reli- 
gion, then, does not relate to isolated phases of life, but to the 
most commonplace. The learning of these ways constitutes 
their education. But to understand fully the educational sig- 
niticancc of such ceremonies, one must consider further, 

THE FtriTDAMEffTAL CHARACTERISTIC OF PRUHiriVE 
LIFE — ABIBHSM. — However diverse they may be in many 
respects, primitive peoples possess one fundamental bond of 
similarity. It is that interpretation of their environment which 
we call animism. To the savage and the barbarian, every stone, Nunre . 
tree, canoe, dog, in fact, every fonn of material existence, """""" 
whether animate or inanimate, possesses a soul similar to his 
own, — the so-called double. This belief is not the result of 
reflection, but is due to the fact that he does not differentiate 
clearly between his own existence and the existence of all 
other things, animate or inanimate. 

In his dreams he experiences with all the vividness of his wak- Howmni 
ing hours the excitement of the chase, of the military expedition, ^j^^ 
and of other activities. This indicates to him that his spirit, or 
double, has been in other places, though his comrades convince 
him that his body has not moved. The trance, swoon, or other 
fomis of insensibility, to which his life of force renders him espe- 
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dally liable, together with somnambulism, demonstrate further 
that the double may leave the body to return at will. Death 
merely indicates that the double is imwilling to return or has 
lost its way, and hence has taken up its abode in some other 
body or object. Rare cases of insanity, idiocy, or epilepsy fur- 
nish still further evidence that the body and the double are separ- 
able entities, since in these cases a foreign or hostile spirit has 
taken possession of a body not its own. To his dog, his horse, his 
canoe, his weapons of warfare and chase, he attributes a similar 
double. For does he not use them in his dreams? Do they 
not cast a shadow as he himself does ? And do they not at times 
seemingly thwart his will as if possessed of a hostile spirit? 
Therefore at death his horse and dog are killed; perhaps his 
canoe, even his wife, is burned, or his weapons and household 
utensils are buried with the body in order that their doubles* 
may serve his double as of yore. To his spirit, offerings of food 
and other necessities of this life are made until the time when the 
remembrance of him is lost in the worship of the multitude of 
ancestral spirits that throng the air or inhabit the sensible objects 
that form the universe of the family or clan* 
inistic Thus the primitive man explains the processes of the world 

*^^" around him; each material object, whether sensible or in- 
aniphe- Sensible from our point of view, is by him in his unreflective 
p^mI ^^y endowed with consciousness. Through its double each 
cricnces feels and thinks and has the power of volition, as he himself 
has. The world of doubles is an immaterial counterpart of the 
world of material objects. Thus do ordinary processes of life 
and nature find their explanation; extraordinary happenings, 
in a similar way, merely indicate the intervention of such 
spirits, friendly if the occurrences are fraught with good results, 
hostile if accompanied by evil consequences, 
mistic NATURE OF EDUCATION OF PRIMITIVE MAN DETER- 

'^- MINED BY THIS DOMINANT SOCIAL CHARACTERISTIC. — 
The life of the primitive man is largely occupied in obtaining the 
necessities of food, clothing, and shelter. But these must be 
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obtained in such a manner as not to offend the spirit, or doubIe\ 
that dwells in every object he needs for fuel or for building, in 
every utensil he uses in the preparation of food, in every weapon, 
and in every animal. Thus every desired end must be secured 
by activities following certain formal and established methods 
that are the outgrowth of the experience of past generations. 
The learning of these formal methods that will placate the spirit Such be: 
world back of the material world constitutes the most important J^e^^ont 
part of his education. Because it consists in becoming familiar of intei- 
with the results of the experience of the past, this part of his gpintuaf 
education is here termed the theoretical education, as opposed cation 
to the inmiediate practical adjustment to the needs of his environ- 
ment which grows directly out of the individual's own expe- 
rience. 

This belief in controlling spirits, or doubles, and in ways of Compan 
acting so as to obtain desired ends without offending them has ^^^ 
counterparts in higher stages of social life. The early Greek stages of 
explained the action of physical forces by the dominance of a ^^JjJ^ 
multitude of special deities and sought to control the flight of an and soci 
arrow or the course of a ship, to obtain the mastery of horse and 
chariot, through appeasing and thus controlling the deities back 
of them. To the Hebrew this direct control of the details of 
life, of the harvest, of the plague, of the battle, of sickness, of the 
objects to be used, and of the processes of nature was in the 
hands-^f a supreme deity and was to be obtained by man through 
ceremonial worship and prayer. To the modem man the mas- 
tery of a weapon is to be obtained by a knowledge of the laws of 
physics; the preparation of articles of food so as to avoid noxious 
elements contained in the materials, by knowledge of certain 
laws of chemistry; the control of a disease, by knowledge of 
certain biological laws; the control of the harvest, by knowledge 
of certain laws of nature drawn from a variety of the sciences. 
The chief point to be noted is this: modem man assumes that 
there are such things as chemical aflinity, molecular attraction, 
electrical current, for the same reason that primitive man as- 
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sumes that there are doubles back of all material phenomena. 
By these assumptions each explains the relations which the phe- 
nomenal world bears to himself, and by a knowledge of these 
entities he seeks to control the forces and phenomena of nature 
for his own advantage. In both cases this control is obtained 
through a mastery of the symbols. These symbols may be the 
formulas of physical law, or they may be the totemic represen- 
tations of doubles, 
m ani- In Other words, the initiation ceremonies, with the totemic 

m natural dances and incantations which follow, give to the primitive man 
ioso- that explanation of the universe that will enable him to secure 
^.■"^ a satisfactory adjustment to its demands. This knowledge of 
e evdved the world of doubles and the animistic beliefs that are thus 
acquired, serve the same purpose that is served in more complex 
society by sciences, philosophy, history, literature, and religion. 
In fact, it is from these primitive animistic beliefs that the 
sciences, philosophy, and the natural religions have evolved. 
<f"TRANSITION TO A HIGHER STAGE. —The characteristic 
rfeature of primitive education, then, is its non-progressive and 
^imitative character. The primitive man seeks to adjust himself 
to his environment as he finds it and as the previous generation 
has done. He has little consciousness of the past as a form 
of life to be preserved, or of the future as oflfering opportunities 
greater than those of the present. He lives in the present; hence 
there is little tendency to change, and that is accidental. That 
"the least developed people are the most averse to change" 
is a well-established principle of the sociological sciences. Never- 
theless, through the various stages of savage and barbarian life 
some advance, though wholly unconscious or irrational, can be 
traced in the following respects: — 
iracter (i ) A Teaching Class. — While the ceremonial performances 

^ are participated in by all the men of certain groups, yet tkey 

hen are usually under the direction of certain designated persons. 
Certainly the acts of incantation and of sorcery, which aim to pla- 
cate the spirits and obtain control over them through manipula- 
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tion of ^rmbob, are in the hands of a special class possessing 
unusual power over unfriendly spirits. These men are variously 
called shamans, wizards, exorcists, medicine men, or familiars. 
They form the earliest teachers. As the friendly ones in the 
spirit world become more numerous and powerful, the familiars 
develop into a priest class. At first this class is made up of the 
heads of the family groups; but as the duties of the father be- 
come more manifold and this worship of the friendly spirits be- 
comes more complex, a special priesthood is designated. There The pw 
is now some instruction for the populace by the priesthood in ^^1^ 
I general, and a more elaborate and formal instruction of prospec- deadj d 
i live members of the priesthood by certain of their own members. ^!^^ 
i These latter aiajfa e first professional teachers. For many cen- elm 
tunes teaching remains as a special right of the clergy, and for 
many centuries more education is supervised and directed by 
the clergy alone. Before this stage has been reached, however, 
primitivesocietyhasdevelopedintotheeariiestphaseofcivilization. _. *^ 
(3) Subject-matter for Study. — By the time a special priest- Fomutla 
hood is formed, this interpretation of life or experience has ^^^ ' 
become so complex and the ceremonial has become so compli- 
cated that it is necessary to commit it to permanent form. Hence 
arise written languages. These form the chief mark of distinc- 
tion between the barbarian and the civilized stage of social 
organization. For the priesthood, then, there comes to be a spe- 
cial subject-matter of study ; namely, the forms of the written 
language and the content of the literature. AH early literatures Eu^r idl 
are consequently of a religious nature. Out of these, as illus- ^^J^ 
lated by that of the Chaldeans and of the Egyptians, grow the lubject- 
earlier cosmologies, philosophies, and sciences; on them are ^^''^ 
founded advances in the arts. This literary instruction — 
their esoteric learning — is reserved for the priesthood alone. 
For the multitude there is the exoteric instruction given by the 
priesthood. This consists for the most part in directions as to 
foimal conduct and worship, — the" what andhowtodo" of action, 
(j) Elabontion of Uethod. — So long as education con- 
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Early educa- sists Simply in learning from the adult generation or from a special 
^^J. religious class "what to do and how to do it,'V there is Uttle of 

training method but training by imitation. This method prevails for 
^^IJ^ ""' a long time after the primitive organization of society has given 
way to the political organization characteristic of civilization. 
But with the formation of a special priesthood and the elabora- 
tion of a written language and a literature, there arises the in- 
quiry, "Why should these things be done ?" For the priesthood 
Inrtmcticm Itself this gives rise to instruction as distinguished from training, 
J^^*^j^ During the earlier stages of civilization this is peculiar to the 
education priesthood alone. For example, schools for the people were not 
mi^ood established by the Jews until a short time before the opening 
of the Christian era. The education of the masses was the prac- 
tical training of the home; the theoretical training — that in 
religious ceremonial — was by the priesthood. 
These char- The education based upon a written language, given by a 
2^^" "*' specially designated class, and including formal instruction as 
tranaition to well as practical training, represents a higher stage in educational 
hiSw^than development than that found among primitive peoples. The 
primitive earliest tjrpes of this stage are to be found in Oriental societies. 

education 

SUMMARY 
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"^^th primitive peoples practical education is unorganized and is pro- 
vided for through direct imitation of adult by child. Theoretical educa- 
tion consists in transmitting to the younger generation the general body 
of knowledge or the animistic beliefs which constitute their interpreta- 
tion of life's exp^ences. This transmission is accomplished through vari- 
ous ceremonies. I The initiation ceremonies are the most important of 
these, educationllly. From animism develop the natural religions, early 
philosophies, and rudimentary sciences. With the formulation of these, 
written languages are invented, and a special body of knowledge accessible 
to a few is developed. This forms the subject-matter of a higher stage of 
education. Along with this there develops a special priesthood difiFering 
from the familiars or exorcists on the one hand, and from the common 
peojple on the other. This priesthood becomes a special teaching-class for 
all.l As they organize to teach prospective members of their own order, the 
first school emerges. With the formation of definite curriculum, teaching- 
class, and school, the primitive stage in education is passed, and the early 
stages of civilization are reached. 
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OBIENTAL EDUCATION. EDUCAnON AS BECAPnolATION 

I THB SBCOMl!) IM'Atifi IS EDUCATIONAL DEVELOPMENT 
is represented by people in the earliest stages of civilization and 
by those Oriental nations that still preserve the characteristics 
of eariy civilization. Consequently mimy historic systems of 
education are to be included in this stage. Since our interest 
is in historical evolution and not in the antiquarian study of 
details, we shall consider carefully only one system, that of China, 
with brief reference to others. For of all these systems, the 
Chinese not only is the most elaborate and of longest duration, 
but also offers the best opportunity for study in the present. 
OUIIESE EDUCATION. — The Written Language. — In this 

■ second stage in educational development, formal education 
centers in the mastery of the language and literature. A brief 
explanation of the nature of the Chinese language will indicate 
why this is true in their,case, and will serve as an illustration of 
the dominant characteristics of all such systems of education. 

The characters of the Chinese language represent ideas, not C 
sounds: it is an ideographic, not a phonetic, language. Conse- * 
quently it has practically as many characters as it has ideas, n 
lAke the arithmetical digits, these characters have a meaning ' 
primarily for the eye, not for the ear. Most authorities estimate 
their number, exclusive of obsolete words and synonyms, at 
about 35,000. Considering as totally different those characters 
to which a stress mark gives a different meaning, other estimates 

r make the number 360,000. When it is remembered that this 
list is practically to be learned like our alphabet, even the smaller 
number presents an appalling task for the schoolboy. However, 
many of these 25,000 characters are seldom used. In fact, 
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the_IUJie_§acred books,, which form the bulk of their educa- 
tional material, contain less than 5000 diflferent characters. 
Again, it is to be remembered that there are six distinct types 
of handwriting — similar to the script, Roman, italic, black- 
ffera from fetter^' of IHeTlnglish. Xbese ^y e the ornamental, the oflBcial, 
j]^^' the literary or pattern style, the conmion hand, the running 
hand, and the angular style similar to printing. Of these forms 
several must often be acquired. But more important than this 
so far as concerns the schoolboy, it is to be remembered that 
this language of the school is practically a dead language and 
hence has little connection with that which he uses in his every- 
day life. Moreover, verbs have no tense, voice, or mood; 
nouns have no gender, number, or case. Since the meaning and 
use of a word are determined altogether by collocation, — by 
its relationship as shown by position or by stress of voice, — 
the very simplicity of the grammatical structure adds to his 
diflSculty. The use, then, of a literary style, — that approved by 
scholarly standards, — is acquired only after years of practice 
of a most rigidly imitative character, 
eur literar Chinese Literature. — The character of the literature and the 
Lf««. ^ uj^e made of it will indicate further the extent to which this edu- 

{11806 to 

Bchod- cation consists in the mastery of literary form. In addition to 
being a "dead language" — that is, not the spoken one — 
for many years, it carries little meaning to the student. "It is," 
says Martin, "as if our schoolboys studied Latin alone, and 
were compelled to commit to memory the leading Latin classics, 
so that they could be repeated without a single error, and. yet 
with no knowledge of what the words, much less the literature, 
meant." 
igious The Four Books and the Five Classics composing their sacred 

is oitiWr Uterature are about equal in bulk to the Old and New Testa- 
cation ments. Their content relates wholly to external forms of conduct, 
similar to some portions of the Old Testament. There is seldom 
any formulation of general .principles. These sacred texts are 
the productions of Confucius (551-478 B.C.) and of his followers, 
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and form the basis of the fundamental religion of the Qiinesei 
— Confucianism. While Buddhism and Taoism furnish a cere-^ 
monial and a rationalistic religion, Confucianism' in a remark- 
able way imites social and political ethics with private morality, 
and absolutely dominates Chinese education. The following' 
brief selection embodying the highest ethical principle of Con- 
fucianism — that of filial piety — illustrates its characteristic 
features: — 

Selection from Confucian Text. — '' i. The sovereign and king orders the 
chief minister to send down his (lessons of) virtue to the millions of the 
people. 

2. Sons, in serving their parents, on the first crowing of the cock, Confud 
should all wash their hands, and rinse their mouths, comb their hair, draw precepts 
over it the covering of silk, fix this with the hairpin, bind the hair at the **"""« 
roots with the fillet, brush the dust from that which is left free, and then put ^^^ ^ ^ 
on their caps, leaving the ends of the strings hanging down. They should dren 
then put on their squarely made black jackets, knee covers, and girdles, 

fixing in the last their tablets. From the left and right of the girdle they 
should hang their articles for use: on the left side, the duster and handker- 
chief the knife and whetstone, the small spike and the metal speculum for 
getting fire from the sim; on the right, the archer's thimble for the thumb 
and the armlet, the tube for writing instruments, the knife case, the larger 
spike, and the borer for getting fire from wood. They should put on their 
leggings and adjust their shoe strings. 

3. (Sons') wives should serve their parents-in-law as they served their 
own. At the first crowing of the cock, they should wash their hands, and 
rinse their mouths, comb their hair, draw over it the covering of silk, fix 
this with the hairpin, and tie the hair at the roots with the fillet. They 

' should then put on the jacket, and over it the sash. On the left side they 
should hang the duster and handkerchief, the knife and whetstone, the 
small spike, and tlie metal speculum to get fire with; and on the right, the 
needlecase, thread, and fioss, all bestowed in the satchel, the great spike, 

- and the borer to get fire with from wood. They will also fasten on their 
necklaces, and adjust their shoe strings, etc." ^ 

The Work of the School consists first in the mastery of these 

«i language forms; second, in committing to memory the sacred 

texts; third, in the study of the almost innumerable com- 

t MUller, Sacred Books of the East, Vol. 37, p. 449. 1 ^'^■' 
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Imentaries on these texts, for the purpose of developing a liter* 
ary style similar to that of the sacred writings, 
iding is Reading. — For several years school work is devoted to com- 

^^^ mitting to memory the characters of a series of six text-books, 
niago The third of these, the Millenary Classic^ will serve as a type 
of alL It consists of one thousand characters, no two of 
which are alike in foim or meaning, but which are arranged 
to secure both rhythm and rh)ane. With the memorizing of this 
text a considerable portion of the characters of the language is 
mastered, but how complex the task when compared with the 
mastery of our alphabet ! It is true that the content of some 
of these texts consists chiefly of moral maxims, and that thus 
the child gets some guidance in conduct. This, however, is 
incidental, 
ting, also, Writing is also mastered in the elementary schools. On 
Station account of the number and the intricate nature of the Chinese 
characters and the similarity between many of them, this is a 
f A more difficult task than with us. Yet success in the literary 
examinations depends to a considerable extent upon the callig- 
raphy of the contestant. Throughout the period of elemen- 
tary education, little or no relation exists between the writing 
and the reading. The characters the child learns to write he 
probably has never seen before, and they afford no assistance in 
his other studies. Only when the pupil reaches the essay-writ- 
ing stage, are the two combined, 
the study Mastery of Literature. — Higher education is devoted to the 
J^^J*' memorizing of the nine sacred classics together with many of 
lai Uter- the coiimientaries upon them. Here some mastery of content 
^g£ " is necessary, but attention is centered chiefly upon the formal 
literary structure. The duration of this period of higher educa- 
tion is indefinite. It is terminated only by the passing of thes 
governmental examinations which admit to official position.*- 
Thus it happens that many spend the greater part of a lifetime 
preparing for an office to which they never attain. Instances 
have been known of father, grandfather, and grandson partici- 
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pating in the same examination — and hence engaged in the 
same studies. x 

Literary CamposUion. — For the purpose of developing an An appi 
ability to imitate the formal literary style of the Chinese, ^^^^ 
many more commentaries on the sacred classics must be studied est attaii 
than are committed to memory. This ability is the final test °^ 
of an educated person, and is to the Chinese the noblest achieve- 
ment of the human mind. To this devotion of an entire edu- 
cational system to the development of power to imitate in for- 
mal essays the literary structure of a dead language, a striking 
parallel is foimd in the Latin prose and verse composition of 
English and American schools of past generations. With the 
latter, however, it was but a means; with the Chinese it is the 
end. Moreover, there is an immeasurable difference in the 
content of the literatures which served as models of literary 
structure. 

The Organization of Education is twofold. There is, first, 
a system of schools; and, second, a sjrstem of examinatioilB 
conducted by the state and serving as the controlling part of 
their educational system. 

Schools. — Elementary schools, wherein is mastered the cur- Schools 1 
riculum as previously described, are foimd in practically every J^^ 
village. Such schools are supported by private tuition, patron- tized 
ized volimtarily, and taught by unsuccessful candidates for the 
degrees or by those less fortunate recipients of the lower degrees 
who have found no office awaiting them. SchooUiouses there 
are none to speak of; school is kept in any vacant room of a 
private house, of a temple or public building, — most often the 
ancestral or Confucian temple, — or it may be in a shed, or in 
any covered nook or comer. School days are long and continue 
practically throughout the year. The schoolboy, as also the 
schoolmaster, is sharply separated from those of his own years but afiei 
and relationship. He must devote all of his time to learning, ^^^ 
and is disgraced by any labor or even by amusements such as latioQ 
' fall to the lot of common mortals. Though the expense is very 



1 6 Brief Course in the History of Education 

moderate, only a small number of children attend these schools. 
As but one in twenty of the children who do attend ever get 
beyond this elementary grade, and as a much smaller proportion 
hen ever reach the coveted degree with office attached, it is, from 
JJ^J^ one point of view, the most wasteful system imaginable. For 
while it accompUshes the general social results desired, the 
educational effect upon the ninety-nine himdredths that fail is 
valueless. Furthermore, this education imfits them for par- 
ticipation in any ordinary occupation in life, except with loss of 
prestige. Thus most of them must turn to teaching, and, in a 
population where the struggle for existence is abnormally severe, 
the profession that is held in highest honor becomes one of the 
worst remunerated and the most burdensome. 
BT Beyond the elementary schools there exist in the larger 

cities numerous, or at least occasional, higher schools where 
students, through study of commentary and practice in essay 
writing, are prepared for the examinations, 
flirec The Examination System is the central feature of the Chinese 

^J^^J^ educational system. By it all students are tested; through it 
for de- all public officials are selected; for it all studies have been prose- 
" cuted. Its prizes are the greatest offered in Chinese life. After 
the preliminary examination, there are three examinations for 
degrees, all of which are held under the auspices of the govern- 
ment. The degrees are those of "flowering talent," "promoted 
man," and "entered scholar" or "fit for office." Th^ first 
examination is held once in three years in each district capital 
by the provincial literary chancellor; the second is held, usually 
some months later, in the provincial capital; the third is held 
at longer intervals at Peking and is open only to those who have 
passed the preceding examinations. 
Din*- These examinations consist in writing verse and prose essays 

^°°JJ^^ on various themes taken from the sacred writings. The essays 
1 verse of the first examination must be completed in one day, though 
m prose ^ijg contest is often repeated. Those for the second examination 
take three days ; those for the third take thirteen days. Each 
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examination, successfully passed, carries its own rewards, in the 
form of decorations of dress and of the household dwelling, in 
the right to honored places at feasts and public occasions, and 
in exemption from corporal punishment. From the unsuccess- 
ful candidates in the lower examinations come most of the school 
teachers; from the successful competitors for these degrees the 
minor officials are chosen; from the successful competitors in the Remud 
highest examination are selected the chief officers of the empire. SwTL 
From those that pass the third examination a few are selected nations 
by private examination before the Emperor to form his cabinet. 
This examination carries no degree, but admits to membership 
in the Imperial Academy. On rare occasions the Emperor may . 
select from these, still by competitive examination, the consum- 
mate flower of literary perfection of 400,000,000 people. Formal 
educational systematization can go no farther. 

While these examinations now affect directly but a small por- This ez 
tion of the immense population of China, they set a standard of ^^^ ' 
excellence for all, and select, to rule in the present, those who ates the 
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are best able to conserve the past, because of their knowledge 

of it and abiUty to imitate it. Chinesi 

Some statistics of 1903 will indicate the extent of this system. *°°^ 
There were 1705 matriculation centers where the preliminary 
tests were held; 252 centers for the examination for first degree ; 
18 for the second degree — one, at least, containing 30,000 Numbe 
examination cells or rooms; and one for the third degree. Only ^^ 
28,923 bachelor's degrees could be given to the 760,000 com- 
petitors; for the somewhat rarer master's degree, or "promoted 
man" examination, but 1586 competitors were selected out of a 
total of 190,300. Not to mention the million or more that were 
preparing for the preliminary examinations, there were 960,000 
men preparing for these examinations, of whom all but 1839 
were destined for failure. 

The Method of Chinese Education is that of direct and exact 
imitation. In the lower stages it is purely a training of the 
memory. " The object of the teacher is to compel his pupils, 
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»i \^^nrst, to Remember, secondly, to Remember, thirdly, and ever 
Tmem- ^^re, to Remember." The school of the Chinese is a "loud 
gof school''; each child takes the appropriate text and shouts 
Tof di- aloud the passage until it is impressed upon his memory. When 
nitation the assigned task is complete, he recites, or " backs his book," 
by handing the book to the teacher, turning his back, and re- 
citing the passage in high key and rapid speed, without any 
knowledge, necessarily at least, of its meaning. "The attention 
of the scholar," to quote from Smith, "is fixed exclusively upon 
two things, — the repetition of the characters in the same o nieg 
as they occur in the book and the repetition of them at the highest 
attainable rate of speed." 
tionin It would seem that the writing of essays, as the great out- 
'^^^^^^ come of this system of education, possesses peculiar merit, 
in that it is a test of ability or power rather than a test of knowl- 
edge. But this merit is in appearance only; for the ability 
is again wholly one of imitation. The one who can imitate the 
construction, the metrical form in poetry, the balanced structure 
in prose, of their sacred literature, is the successful theme writer. 
It is as though our whole aim in school were to develop the ability 
to write essays similar in form, structure, and sentiment to the 
Proverbs or Psalms. While the ability to imitate the form 
might without doubt be readily developed in the average boy, 
naiity the degree to which corresponding ideas of an original character 
2^ could be called forth can be readily imagined. Or again, the 
success of the average schoolboy of a few generations ago in 
rivaling Homer or Virgil may be taken as a similar criterion. In 
reality the aim of the entire training is not to develop originality, 
but to suppress it; not to develop creative power, but power of 
imitation; not to produce literary ability, but the ability of the 
clever versifier and parodist. 
ae edu- Changes in Chinese Education have occurred in recent years, 
^i^'^ owing to the conflict first with Japan and then with the Western 
a re- nations. In 1898 the Emperor, by edict, substituted a system of 
Western Colleges for the examination system. This action was 
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too radical and was soon rescinded. In 1903 the Empress 
Dowager substituted examinations in Occidental sciences and 
languages for those in literary composition. These radical 
educational changes with others of a social character are pro- 
ceeding rapidly at the present time. 

BDUCATION OP THE mNDUS. — WhUe the characteristic 
details of purpose, organization, method, and content of curricu- 
liun of Hindu education differ from those of the Chinese, it 
essential features are typically Oriental. The divergence in| 
details from other Oriental systems is caused mainly (i) by 
the caste system and (2) by the more philosophic character of 
Hindu sacred literature. A partial cause of this divergence 
may be found in the Aryan origin of the dominant class; but 
the racial characteristics were the result of the fusion of this 
small Aryan element with an overwhelming pre-Aryan popula- 
tion. 

While the caste system, as well as the educational system, has Th 
been largely modified during the nineteenth century by English ^ 
influence, it is the historic condition in which we are here in- 
terested.! The Hindu castes are four: (i) The Brahmins, or I 
priests: this class also furnishes all teachers, and controls all 
legislation; (2) the Kshatriyas, the warrior, or military execu- 
tive class; (3) the Vaisyas, or industrial class; (4) the Sudras, 
or servile class, i Altogether outside of the Brahminical social 
organization are the pariahs, or outcasts. 

The Sudras and pariahs received no formal education whatever. Edi 
The members of the warrior and industrial classes had access *^ 

C88) 

to the literary schools kept by the members of the higher class, 
but never availed themselves of these privileges to any great ex- 
tent. A knowledge of certain portions of the sacred texts, 
chiefly the ceremonial, and a memorizing of briefer portions 
was the extent of the education gained by the members of these 
castes. A training of a practical and professional nature was 
gained through the traditions and the customs of the home 
and of the village community. These two institutions were 
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in reality the schools. But neither in the schools of the Brah« 
mins nor in the home or the village community did instruc- 
tion in reading and writing form a part of the education 
gained by most of the members of these castes. In a caste 
system, where the child follows the occupation of the parent, 
the necessary training is provided automatically by a universal 
system of apprenticeship. Not only training in handicrafts, 
but such practical knowledge of arithmetic or other subjects 
as was essential would result from the apprenticeship training 
given chiefly in the family. 

ation The elaborate literary education was reserved for he Brah- 
mins. All members of this class were supposed to acquire a 
most minute knowledge of the sacred writings, and a general 
knowledge of the literature and the philosophical beliefs of the 
Hindus. Through this knowledge of religious writings and ap- 
proved forms of conduct, the literary priestly class became the 
ruling class politically as well as socially and reb'giously. Theo- 
retically every member of the group must devote his life to such 
studies and to the appropriate accompanying activities. Practi- 
cally it was possible only for the most devout to follow the life 
of literary study and philosophical reflection. This literary 
ruling class in India difiPered markedly from that in China not 
only because membership was unattainable by any of lower class 
origin, but because, on account of its religious character, the 
enjoyment of the privileges of this life carried with it practically 
no obligation of immediate service to the community. 

xi writ- Only through some knowledge of the Hindu religion and sacred 
literature can one obtain an understanding of this higher 
education and of its bearing, both in theory and in practice, on 
the development of the individual. The Hindu sacred writings, 
the Vedas, consist of four treatises, one for each of the three or- 
ders of Brahmins, and one for the guidance in conduct of the 
warrior or executive class. Each Veda consists of three parts: 
(i) the sacrificial formulas, mostly in verse; (2) instruction in 
the meaning and use of the former; (3) an abstract for the con- 
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vcnicncc of the priests. The second j)()rtion of each Veda con- 
tains a section of philosophical reflections or suggestions, out of 
which has grown the Hindu philosophy, and the study of which ' 
constitutes the most important part of their higher education. 
The chief aim of Hindu philosophy is to reduce the multiplicity 
of the phenomenal world to unity; the aim of their ethics, to 
chan^ the chaos of the world of conduct to harmony; and the 
aim of their religion, to escape from the transitoriness and suffer- 
ing of the present world into the peace and enjoyment of a life 
to come. The solution of their philosophical problem is found in 
mysticism; of their ethical and moral problem, in asceticism, 
with its isolation from the activities, interests, enjoyments, and 
evils of the present life. Their religion asserts not only the j_m- 
mortality of the soul, but its transmigration through successive in- 
carnations, each dependent upon the character of the preceding 
life, and all subject to the evils and sufferings incident to this life 
of mortals. All individual existence, then, is an evil, morally 
and religiously as well as philosophically. The ideal is to escape 
from such sufferings, to terminate this process of reincarnation, 
by the absorption of the individual soul in the world soul. Nir- 
vana, which means extinction or may mean perfect peace, 
wisdom and goodness, is their ideal. This can be obtained 
only through extinction of individuality. Thus we reach the 
hi^est philosophical expression of the Oriental hostility to indi- 

Ividuality. 1^ 

JEWISH EDUCATION.— In one respect the Jews formed k 
marked variation from the Oriental type. JL' In regard to the 
moral and religious aspect of life, far more opportunity for the 
development of personality was given than with any other 
Oriental people. In this respect they contributed much to the 
development of Western culture. But in all other aspects of 
education, — school organization, school method, etc., — they 
did not vary from the Oriental type J In regard to schooling 
they were not nearly so advanced Js were the Chinese. In 
fact, they did not possess schools for the laity imtil a short time 
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before the loss of their national organization. Following the 
return of Ezra (458 b.c.)9 sjoiagogues were gradually established 
in all the towns, and in them the law was expounded and reli- 
gious services were held. Thus in addition to the ceremonial 
law to be observed ever3rwhere, and the temple worship to be 
participated in at Jerusalem, the Jews had institutions for fur- 
ationai nishing instruction, chiefly religious, throughout the land. In 
1^1 connection with the synagogues there grew up the scribes, or 
ai reii- expounders of the law, who were teachers, and who came to 
rival the priesthood in power. Later, from the second century 
B.C., minor ofl5cers of the sjmagogue began to teach the children 
during the week. After the Maccabean revolt (167 B.C.) such 
schools became quite general. Reading and writing, hitherto 
taught together with the rudiments of arithmetic in a few of the 
well-to-do families, now came to be taught in a public school 
to the children of the masses. Soon after this period the Hebrew 
national identity, as well as national Ufe, was lost, and their 
educational system never developed beyond these germs. All 
instruction of a literary character, as well as all instruction of 
iiyin- the people by the scribes and priests, centered in the law, that 
csSithe ^^' ^ ^'^ Bible and the Talmud. It is to be remembered that 
loniai this law, mostly moral or ceremonial precept but containing 
more of principle than other Oriental sacred literature, was im- 
posed by external authority, either that of biblical revelation 
or of priestly authority. On the other hand, through their con* 
ception of personal Deity and their belief in close personal 
lop- contact with Him and personal responsibility to Him, which 
^1^ ever formed a permanent factor in the Jewish religion, greater 
)rai and emphasis was laid by the Jew than by any other Oriental upon 
)usa»- development of individuality in this one respect. But the 
period from Ezra to Christ was peculiarly one of the exaltation 
of the law. The conception of moral and religious personality, 
obtained not under the law objectively, but in and through a 
f^^V higher law, was reached cHily through the Christian religion 
>n and through the rejection of the ceremonial law. This con- 
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cepdon was not clearly worked out till Jewish life came into 
contact with that of Greek and Roman. Hence this highest 
contribution of the Jews to education and to life, and that in 
which they differed most from other Oriental peoples, will be 
considered more fully in connection with the education of the 
eariy Christian Church. 

THE CHINESE AS A TYPE OF ORIENTAL EDUCATION.— I 
Oriental systems of education differ much in detail. While the 1 
Chinese system is more complex and elaborate than those of I . 
other Asiatic peoples, yet in its main features it is a type of I 
them an. | 

As with the Chinese, so with the Hindu, the Egyptian, and the Literati: 
Hebrew, education centered in the knowledge of a language ^^ 
technically complex and difficult of mastery, and in the pos- educatk 
session of the lore of the past contained in its literature. In all ^^"' 
cases that literature related largely to forms of conduct and reli- 
gious ceremonial; and with the Hindu, the Egyptian, and the 
Hebrew it was the possession of the priesthood alone. If in V 
China this learned class is not the priesthood, it is, as in the other ^Z" 
cases, the dominant class in society. 

In all instances the masters of this literature are steeped in the Tiie Ifta 
knowledge of the past, and are especially interested in preserving ^ " * 
traditional ways of action. So far as the masses of the people are UsusU; 
concerned, their education 
do" and "How to do it." 
class into whose charge the conduct of the masses is committed 
is the educated priesthood; with the Chinese it is the educated 
office-holders. For the masses of the people there is no formal Educ»ti< 
education. Their informal education consists of the training "^^ 
in conduct and practical activities given by the priests, the literary ruling d 
governing class, and the adult generation in the home. For 
the chosen class there is a training in reading, writing, literary 
composition, and in the exposition of literature. 

For the individual no variation from established forms is 
pennissible. In most minute details conduct is prescribed. 
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dduai This dominance of some external authority is characteristic of 
SbT^ all Orientals. In India this authority is exerted through the 
nalau- caste system; among the Hebrews, through the theocracy; 
^ in Egypt, through a combination of a priestly ruling class and a 

partially developed caste system; in China, through the system 
of Confucian education. Thus the Oriental is conscious of the 
■past, as the primitive man is not; and he seeks to prevent any 
variation from it through individual initiative. 
Its of The result of this dominance of external authority in their life 

Sr^ki^ and of the development of an appropriate educational scheme to 
Jity carry it out is twofold. Society becomes stable, but remains 
, stationary. Both materially and spiritually civilization is non- 
progressive. Thus it happens that in such societies education 
most readily accomplishes the purpose assigned to it. It is true 
that this stability relates only to internal forces; but when a 
people is isolated, like the Chinese, such an education is effect- 
ive for a long period. Neither individually nor socially, how- 
lever, does this education give power of adjustment to new 
^conditions. 
Its on On the side of the inner or subjective life, it is again the exter- 
"*"^* nal and prescriptive that controls. All that belongs to the free 
spirit — the art, science, religion, education, of a Western peo- 
ple — is wanting, or tends to be wanting. In this the Chinese 
education is again typical. Art becomes external decoration; 
literature an effusive formulation wherein merit is in style, not 
in thought ; science becomes occultism, and discoveries are the 
result of accident; religion emphasizes mere formal worship, 
in which there is often little room for free personality; morals 
are governed by traditional forms; education has no room for 
self-activity. If to these characterizations, as in the ethics and 
religion of the Jews, there are marked exceptions, such excep- 
tions at least indicate the all-prevailing tendency. 

Thus it results that among most Oriental peoples there is to 
be found an educational system of merit, often of long stand- 
ing and of most successful operation. Such systems show an 
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accurate correlation between purposes and results, and must be Sdool 
ranked high on such a basis of judgment. Comparison with more ^^ 
modem systems, however, must be instituted upon the basis of Orienu 
the purpose of education. *** 

The rapidity with which the Japanese have modified their Tmab 
ancient social structure and assimilated the culture of Western ^^^ 
civilization, chiefly through the adoption of Western education, tem int 
indicates the extent to which the characteristics of Oriental ^"^ 
society are due to the established education rather than to in- Japuw 
herent racial traits. 

' The Oriental type of education aims simply to recapitulate Thisii 
the past, to sum up in the individual the life of the past, in order ^"^ 
.that he may not vary from it or advance beyond it. It aims to don 
form habits of thought and action identical with those of the 
past, without developing any ability to modify or adjust habits 
to new conditions. So far as, instruction is added to training, 
it is without any rational basb. It is not instruction in the sense 
of seeking to interpret to the individual the meaning of a social 
custom. At every point education consists (i) in indicating to 
the individual what to do, to feel, or to think; {2) the exact way 
the act is to be performed, or the emotional reaction expressed; 
and (3) in constant repetition until the habit is unalterably flxed. 
This is education as Recapitulation, which is the second stage 
in educational development. 

SDUMARY 
Tianaitioii from primitive sodety to the earlier stages of dvilizatioa is 
marked by the substitution of a political for a genetic organization of sodety 
and by tbe forrnatioD of a written language and a literature. The political 
organization of sodety indicates that individuality is now recognized and 
that the individual rather than the family or dass is the sodal unit. The 
writteo language and literature indicate that sodety has now become con- 
sdoua of tbe past and of established fonns of conduct and has discovered 
means of preserving these accurately. Fonnal education with these early 
or Oriental types of dvilization is directed (i) toward a mastery of these 
languages, technically difficult, (i) toward a mastery of the approved forms 
of conduct embodied in a sacied literature, and (3) toward tbe imposition 
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ofsuchstandardsofcoDductuponalltbepeople. The last result is obtuned 
by putting the control of society into the hands of the limited class which has 
mastered this language and literature and hence has a knowledge of the 
traditional and approved forms of conduct. To these customs the sanction 
of a religious significance is given. The dass controlling society is the 
liteiaiy class, and usually forms the priesthood also. A system of schoob 
results; with China a system very elaborate and long enduring. Definite 
curricula and methods of teaching are evolved. But the suppression of all 
individual variation becomes the conscious aim and the actual result. 
The general outcome is a social order which possesses stability, but lacks 
aHp 
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THE SIGMFICANCE OF GREEK EDUCATION. — Chief 
Characteristics. — If the chief characteristic of Oriental edu- 
cation was the attempt to reproduce and preserve the past by 
suppression of individuahty, the great significance of Greek 
education is found in the fact that here first was opportunity 
given for individual developra^nt. Consequently progress not 
alprog. only resulted, but was welcomed and indeed striven for. Social 
progress was the result of the freedom that was allowed in their 
organization of society for the development of various aspects of 
personality — of personal achievement and realization — and 
of the esteem in which every form of expression of individual 
worth was held. | As a result of these characteristics, the Greeks 
first formulated that conception of education which we yet call 
/ifcerfl/.^nfrhis is the education that is worthy of a free man and 
will renaer him capable of profiting by or using his freedom. 
More nearly than to any other people of the past, did the problem 
of education appear to the Greeks as it does to us in the nineteenth 
and twentieth centuries. There is no other period until the 
later eighteenth century that is so full of suggestion to the educa- 
tor of the present. 

Concept of Personality. — The Greek conception of man- 
hood, of fully developed persontiUty, was quite as broad as ours. 
It was the Greeks who first worked out the conception of political 
freedom in and through the state, and the idea that education 
was to fit for this citizenship. To the Greeks we owe the first 
attenipt to secure thefdevelopment of personality on the thought 
sideJ The love of knowledge for knowledge's sake foimd with 
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them its fiist devotees; inquiry into nature, into man, into the 
supernatural, here first was fearlessly attempted. With the 
Greeks, first of all, knowledge ceased to be the servant of the- 
ol(^ and inquiry the special privilege of the priesthood. The 
application of the intellect to every phase of life was the task The in 
■,of the Greeks; it was they who^ first strove to live by reasonl ^^^^ 
'They first fonnulated the 1 conception of man as primarily a 
rational being,! As expressed by Socrates, the duty imposed y 
upon each individual was to know himself. Consequently on*^ 
, the moral side also, the Greeks arrived at the conception of per- Ibemt 
sonality. ■ E^ch individual found in his rational nature the sane- •■P*^ 
tion for determining his own ends in life ; and in bis moral nature 
the conception of these ends as shaped by his own being. 
Through the realization of his own nature, each must work out 
the things that life is to be lived for; science, art, philosophy, 
religion, are means to this end, and are to be made subservient 
to it. Thus moral responsibility and moral freedom, freedom 
under and through the law discoverable in one's own nature, 
were first conceived and apphed to every individual by the 
Greeks. In one further aspect, the lesthetic, the Greeks deter- TheMi 
mined the nature of personaHty. To them first and beyond all •*!** 
others was given th^i^wer of expressing a general truth in con- 
crete embodiment. 'Tor art is but the embodiment of some truth, \ 
ideal, or experience of universal validity in such concrete form \""j 
as can be comprehended by all. 

Education and Life: ThtmandNow. — From yet another point Tbcfr ■ 
>f view, the work of the C 
this life worth living for. 
i. " jiving happily and beautifully. " And the best expressions of 
their civilization give us this knowledge, or at least indicate to us 
their realization of this high ideal. Add to this the one great 
element since added to civilization through the Christian religion, ideal of 
and the ideal now formulated for our life and for our educational ^^j^ ^ 
process is but slightly more advanced. In this list — political Utn 
freedom, intellectual freedom and att&imneat, moral freedom 
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and life, sesthetic appreciation, and power of accomplishment 
eriai J /—(we have made but one great change, that of substituting 
^^^ \material achievement for the aesthetic expression of personality, t 
\ This change is not an immitigated blessing nor an imqualified 

advance. 

Since the aim of education, as limited in the work of the 
American schools to-day, must eliminate the religious element, it 
can find no higher purpose than that of determining for eadi 
individual the things in this life that are best worth living for. 
Consequently no other phase of educational history has more 
significance for the student, or will better repay consideration of 
the means and methods adopted for securing this end. 
daids Limitations in Realization. — It is not to be understood that 

induct ^jjg Greek ideals were without their limitations, or that the 

lany 

sets not Greeks were wholly successful in carrying them out. The reli- 
gious element in these ideals had little influence on many 
aspects of conduct. The ethical motive among the masses of 
the people was not sufl&ciently developed to prevent the tolera- 
tion of many customs abhorrent to modem times. The position 
aen had of women was little above that accorded them in Oriental society, 
j^^ The privileges of personal attainment were restricted to free- 
lom men, and thus denied to nine tenths of the population. As indi- 
cated by the custom of "exposing" undesirable children, ^; little 
feeling of compassion was developed, j Moreover, the Greek 
iencyto versatility bordered on the insincere, even the dishonest, while 
S^^ their light-heartedness often became frivolity and licentious- 
ness. However, had they realized in the concrete all that is 
worth living for, modem education would also be merely one of 
recapitulation. 

PERIODS OF GREEK EDUCATION. —The emphasis placed 
upon personality by the Greeks and the opportimity given for 
its exercise were both matters of growth. The generally recog- 
tan/and nized division of Greek education is that into the Old and the 
^ New Greek periods, with the division point at the Periclean Age 
ation or the middle of the fifth century b.c. The Old Greek period 
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is divided into, first, the Homeric Age and, second, the historic 
period, including both the Spartan and the early Athenian 
types. In all of these the dominant emphasis was on the social 
and institutional rather than on the individualistic aspect < 
education. 

The New Greek period included, first, the period of transi- The Nen 
lion in educational, religious and moral ideas during and follow- ^!!^^ 
ing the Age of Pericles. This is the period in which the new the perio 
philosophical thought was developed, and the new educational ^^^^ 
practices were shaped. The second of these subperiods ex- nod of 
tended from the Macedonian conquest (toward the close of the ^^^^^ 
fourth century B.C.) until Greek culture was thoroughly fused cation 
with Roman life. By the time of the opening of this last sub- 
period, the philosophical schools had been definitely formulated, 
and during the period they were organized into the University 
of Athens. In her intellectual life Greece now became cosmo- 
politan and ceased to have distinctive characteristics aside from 
th^ philosophical schools. 

"^THE EDUCATION OF THE HOMERIC PERIOD contained I 
the genns of all the subsequent development, but it possessed 1 
jio^ „ $ Becific institutional organization, method or control. It i 
was an education that consisted essentially in a training in defi- j 
nite, pi-actical activities with little or no place for instruction a 
a literary character. As the Homeric Greeks were just passing 
from the higher stage of barbarism into that of civilization, their 
education is similar in principle to that described in Chapter I. 
'The training for the humbler needs of life was given at home, Thehomi 
That for life's higher duties — those of general public service — - ,j,un^^ 
was received in the council, in war and in marauding expeditions, the diief 
In fact, the council formed the nearest approach to an educational j^^i^^ 
institution that they possessed. The Homeric ideal, however, 
' contained the germ of development. It included the twofold The man 
i ideal of the man of action and the man of wisdom. The former "' ?^° 
was typified by Achilles, the latter by Odysseus. While these ctf wudom 
ideftls were developed most highly in separate types, both wis- "* '**'" 
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dom and power of action were to be attained by each free Greek . 
Phoenix says of his instruction of Achilles : — 

''In all which I was set by him to instruct thee as my son. 
That thou mightst speak, when speech was fit, and do when deeds were 

done; 
Not sit as dumb for want of words; idle, for skill to move." 

This union of thought and conduct in a life of action guided by 
reason remains the Greek ideal even as formulated in the later 
philosophical stage. / 

Ideals of Homeric Education. — These ideals contained several 
elements, each of which tended to develop during the later 
periods. VThe primary virtue of the man of action, the warrior, 
was that of braverv . Bravery, however, was to be tempered by 
reverence. The man who had no fear, like the man who had no 
sense of shame or modesty in his dealings with his companions 
or who was insolent in his attitude toward the gods or his elders, 
was guilty of irreverence. That is, he lacked proper balance in 
his action. 

The Greeks were far more sensitive to fine distinctions of all 
kinds than any other people. This they revealed in music, in 
sculpture, in architecture and in literature. So, also, in regard 
to physical pain and in matters of conduct, a proportion or har- 
mony, an avoidance of extremes, was the ideal. 
^The primary virtue of the man of council was good p ractical 
judgment in advancing his own material welfare, and in the ser- 
vice of the tribe or the community. 

^The other side of this ideal of wisdom was the Greek y/k?^- 
mindedness. In order that good judgment be exercised, it was 
necessary that the desires and passions be brought under control. 
This control of the appetites by reason is the temperance, or 
whole-mindedness, of the man of wisdom; it is the balance, or 
harmony, in thought that corresponds to the balance in action 
demanded by their ideal of reverence. 

Social and Individtuil Elements in these Ideals. — Now while 
these ideals, both of wisdom and of action, were dominantly 
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social, yet large scope for individuality was permitted. The 
attainment (rf these ideals, especially in the aspects of reverence 
and whole-mindedness or free moral personality, was made 
more definite and brought into far higher relief than in the 
primitive stages of civilization of any other people except the 
Hebrews. 

THE OLD GREEK EDUCATION OF THE HISTORIC PE- t^a. 
RIOD was determined in its character and its organization by ^j^ 
the dominant social institution, the city state. This institution, imtitut 
as the outgrowth of the tribe and council of the Homeric period, ■ 
furnished the ideab and the basis of education, as did the family 
with the Chmese and the theocracy with the Hebrews. 

Membership in the city state was at first limited to members 
of the old ruling famihes of the tribe, who alone, in the Aristo- 
telian phrase, possessed "ancient wealth and worth." This 
privilege, however, entailed many duties. 

As the head of a family, the Greek citizen had to perform DuUei 
the duties of a husband, a father, a priest, an owner of slaves. *^,^ 
As a member of the villa^ community, he added to these the' 
duties connected with property, communal and family, and the 
elementary duties of government; as a member of a phratry, 
he added duties of a religious character; as a member of a 
tribe, duties of a military and political character. With the 
formation of the city state he added an expanding group of 
administrative and judicial obligations and certain others of a 
wholly new character now to be noted. 

In time there evolved, especially among the Ionian Greeks, Tie a 
an ideal of worth, or nobiUty, more largely spiritual than had pre- .^^^ 
viously been attamed. As the ideal became immaterial, its «««■ 
attainment depended mora and more upon the exertion of the ^u^^^ 
individuaL Admission to the chosen class was thus rendered indiTid 
possible for those not members of the ancient ruling families. 
According to this ideal, service to the state and superiority 
to the barbarians and the low-bom could be shown only by 
attaimoent in those interests in life which the Greeks considered 
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h,or under the peculiar protection of the Muses — the fine arti 

^^' the sciences and philosophy. Nobility now became worth, c 

lyintd- virtue, in the spiritual sense as well as in the more practice 

^ material sense. Ancient wealth and worth in the sense c 

moral property and birth were now considered not so much the esser 

tial elements of nobility, as presuppositions to the more spiritua 

ized forms of wealth and worth. As Aristotle expressed th 

roduce contrast, the aim of tribal and village organization is mei 

"^^ living, that of the city state is the gogd\^<^. Worth in this sens 

a was could be attained and could be lost; and it was to be mail 

1^^ tained at all times solely by a striving that not only was of se] 

f vice to the state, but produced, as the essential feature of th 

^- \ process, the development of free and clearly defined persqr 

ality. ! ; This conception of nobility, or worth, was the bond whic 

held the city state together, gave it its superiority, and, at th 

- same time, became the ideal attainable in the life of every cit 

U '•* zon. Tojjroduce this worth became the aim of education. 

Spaita ^ Spartan Education reveals the Old Greek education in i1 
^wcre °^°^^ pronounced form. Here there was no change from th 
uiated earliest clear formulation of the ideals of action and of wisdoi 
uraSon^ ^d no change in practice save by way of decline. After th 
b per- ^'definite formulation of this system of education in the constiti 
ighout ^^^^ ^f Lycurgus, during the ninth century b.c./ there was n 
cripd of • more change in the Spartan ideal than in that of tKe Oriental typ 
^^1 /The complete dominance o f th e state ov er the ind ividuj 
secured through a system of laws which furnished at the sam 
cQoeof time the core of their educational procedure and the structun 
x)nmeni ^^^"^^ ^^ ^^"^ socicty^ls explained by the peculiar environmer 
Dfthe and historical setting of the Lacedaemonian nation.^,>^he D( 
rian Greeks, including the Cretans and Spartans, representin 
as they did the earliest form of Greek culture in the histori 
period, replaced or conquered at about the Homeric period a 
earlier branch of the Hellenes, then in the primitive stage c 
culture. 
To preserve their national existence from the dangers arisio 
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from powerful neighbois, from a vast conquered population, and A locuiui 
from internal insurrections, the Spartan people adopted the con- lJ!Std" 
stitution of Lycurgus. This resulted in the most pcirf pff pTam- tioa 
pie of a socialistic state and the most extreme case of govem- 
mental control of education with emphasis upon the educational 



function of various social institutions. In fa ct, society itself 
became a scho(^ in which every adult member was expected to 



participate, as an important duty of citizenship, in the education . 
of the young. 

It is not supposed that these laws were formulated ie nmio Thecwwt 
by Lycurgus; rather, that he recognized and strengthened old ^Jl^.^' 
customs and at the same time introduced some new ones, espe- origia u 
cially those of an educational sort, from the related Cretans. '^ " 
This system of law or of education — since it was little else 
than a scheme for the training of the younger generation by the 
older —1 remained in force without modification until near the' 
time of the Macedonian conquest.] Though it then began to de- 
cline, it yet remained operative until the second century B.C. 
After this time its vigor much abated, and only the remnants 
of form were left. The details of tliis system have been most 
fully presented by Plutarch who is corroborated in the main 
points by Xenophon and Aristotle. 
». > The Aim 0} Spartan Education was to give each individual \ 
such| physic^^^rfection, courage and habits of complete obe- 
dience to the laws that he should make the ideal soldier, tmsur- 
passed in bravery, and one in whom the individual was sunk j 
in the citizen.) It was successful beyond any other scheme j 
of extreme paterna listic education. The Spartan state pos- ' 
sessed a stability and a record of military achievement unequaled Effect! of 1 



Greeks; the Spartan woman, a dignity, a scope for activity in SMann 
life and an ability to meet these opportunities that were denied, women m 
save in the early period, to women in other parts of Greece; 
and the Spanan youth, a reverential and obedient demeanor. 
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a reserve in conduct, a stoicism under pain and habits of obe- 
dience that were possessed to a far less degree by other Greek 
ids of boys. The reverse of the picture shows many defects. While 
- Weak ^g Spartans possessed a keen sense of humor, and while much 
of simple pleasure entered into their active life, there was but 
little place in their ideal for the "living beautifully and happily" 
of the Athenians. ) There was a lack of the finer sentiments and 
of Athenian sensitiveness to harmony in conduct and especially 
to the amenities of life or to its cultural aspect. fThere was 
wanting a sense of sympathy, of interest and of fellowship for 
others, which the isolation of Sparta preserved long after this 
narrowness had tended to disappear among the other Grecians, 
intd- In the intellectual and aesthetic aspects of life, individuality 
Sd"^ was scarcely defined or developed at all. And finally Sparta 
a want- did not participate to any great extent in the splendid artistic, 
literary and philosophical development which was the glory of 
Athens. . 
rtewi-'i*'' Organization oj Spartan Education. — The Spartan state, 
li^^n ^^^^ ^^^^ Lycurgus was governed by an aristocratic senate 
numcr- and a democratic assembly composed of all free men, appointed 
*"^' a general suMrintendent of education — the pcedonomus — 

and assistants. 1 After a hardy training of seven years of infancy, ■ 
govern- during which tmie the boy was in the direct care of his mother, 
•^^ he was taken from the home and (put under the charge of the 
eadcr- assistants to the paedononms.' These cared for him in public 
tmoS barracks at state expense,! The boys were here divided into 
boys successively smaller groups \mder charge of leaders chosen from 
older groups of boys. 1 Of the boys over twelve, Plutarch tells 
lysunder US that "the most distinguished among them became the fa- 
^^^ vorite companions of the adults; and the old men attended most 

rviaon 

uUs constantly their places of exercise, observing their trials of 
strength and wit not slightingly and in a cursory manner, but 
as their fathers, guardians, governors, so that there was neither 
time nor place where persons were wanting to instruct and chas- 
tise them." I 



/ 
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/This oiganization of the entire life of the boys constituted the The cm 
(school. The family, the shop, the church, the social life of other l"^,' /J 
peoples, all were merged into this one educational institution. dii'inM 
The boys slept in public barracks; they ate at common tables; ^^^ 
they assisted in supplying the necessary food ; they hunted wild tduol 
animals under the direction of their Irens ; they participated in 
the choral dances of their religious ceremonies; and finally 
all the remainder of their time was spent in the gymnastic exer-f 1^, 



i 



E which constituted the chief instrument of their education. . 
om ei ghteen t o twenty the boy was classed with the Irens h^» 
devoted themselves to the serious study of arms and t omili - ^^! 
lary ma neuygrs. iDuring this time he underwent rigid exami- pubiki 
nations every ten pays and spent much of his time in the instruc- ™* 
lion of younger boys. From twenty to thirty his training - 
became but Uttle di^rentiated from actual warfare, practiced 
during the intervals of peace at the expense of the Helots. 
At the age of thirty the youth became a man, 6nly to continue 
(both the complete devotion of his services to the state and to 
the training necessary thereto. I 

Content of Spartan EducatAn. — Into this education there cooted 
entered very little of the intellectual and festhetic; it was S^ 
dominantly physical and moral. Plutarch sums up the con- tnlnlnj 
. tent of their education in these wordsT*'As for learning, they 
t had just what was absolutely necessary. All the rest of their 
' education was calculated to make them subject to command, 
to endure labor, to fight and to conquer." 

There was much conversation and association with the elders, laiEllM 
either at meal time or in the street, when the latter were wont to S^^ 
test the boys m repartee and ready speech, and to train them in ipwdi 
ideas of justice and honor (especially in the later centuries of 
Spartan history). Some training in reading and writing was 
given. Through the choral dances and religious ceremonies TheirE 
there was training in music, for which there must have been ^ , ^ 
some private instruction in the use of instruments. To a large md p* 
extent the training of Spartan youth came through the approved ^"^ 
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deal forms of exercises, — running, leaping, jumping, discus throw- 
"^ ing, javelin casting, boxing, military drill combined with choral 
dancing, but above all wrestling. Hunting, the chief sport and 
ting was occupation of their leisure hours, was at the same time a form 
a toa^- ^^ exercise quite as important as any branch of the formal 

curriculum, 
sion to With all their emphasis on gymnastics the Spartans had no 
Msionai gymnasium and no training of a professional character. The 
trained athlete and the beautifully developed physique — im- 
portant objects of gymnastic training with o^er Grecian peo- 
ples — were alike foreign to their purposes. The resourceful 
ideal and handy soldier, keen, cautious, self-controlled, fearless, piti- 
.^■* less, inured to all hardship, obedient to command, respectful 
tan to authority, able to act in unison with his fellows, and having 
that disregard for death that was by the Athenians accoimted 
as insolence — he was the object of the Spartan training. Their 
music and their choral and religious dances were used to develop 
similar qualities. Since these dances consisted of intricate 
movements often in full armor, they accustomed the partici- 
pants to concerted action, 
al train- Mofdl Training. — The Spartan system of education gives 
^^ a direct affirmative answer to the question, "Can moraUty be 
tant as- taught ? " One means by which the moral results were obtained 
^dr ^^ ^^^ ^^^^ ^^^ ^ contests were in the open air, that all the 
rs boy's education — in fact all his life — was public. Hence the 

approval or disapproval of his elders was a constant source of 
discipline. The frequent conversation, either of an informal 
character or supervised by the adult in two ways now to be 
mentioned, and relating to moral or social questions, secured 
similar results. Plutarch describes the first custom in these 
words: — 

"The Iren, reposing himself after supper, used to order some of the boys 
to sing a song ; to another he put some question which required a judicious 
answer, for example: 'Who was the best man in the dty?' or, 'What he 
thought of such an action ? ' This accustomed them £rom their childhood 



\ 





Fnoi a Vue Pkinliiig 



i 



The Greeks. The Liberal Education 39 

lo judge of the virtues, to enter into the affairs of their countrymeti. For 
ifoneof them wasasked'Wboisagooddtizen, orwhoaninfuDoiuone?' 
and hesitated in his answer, he was considered as a boy of slow parts, and 
of a soul that would not aspire to honour. The answer was likewise to 
have a reason assigned for it, and proof conceived in a few words. He 
whose account of the matter was wrong, by way ot pmiishment had his 
thumb bit by the Iren. The old men and magistrates often attended these 
little trials, to see whether the Iren exercised his authority in a rational and 
proper manner. He was pennittcd, indeed, to inflict the penalties; but 
-when the boys were gone, he was to be chastised himself if he had punished 
them either with too much severity or remissness. " 

The Other custom, one most characteristic of the Greeks since Attacb' 

it tended to occupy the same place in their society that romantic ^^^ 

attachments or those of sentiment and affection occupy in ours, "inqte 

•was that of the relation between " the inspirer" and " the hearer." i.],,,,^ 
The above quotation continues as follows: — 

"The adopters of favourites also shared in both the honour and the dis- 
jmce of their boys; and one of them is said to have been mulcted by the 
magistrates because the boy whom he had taken into his affections let some 
■ungenerous word or cry escape him as he was fighting. This love was so 
honourable and in so much esteem that the virgins, too, had their lovers 
amongst the most virtuous matrons. A competition of affection caused no 
misunderstanding but rather a mutual friendship between those that had 
fiied their regards upon the same youth, and a united endeavour to make 
him as accomplished as possible." 

In Other words, every Spartan adult was a teacher, and every snnuna 
Spartan boy had a tutor, selected through mutual esteem. ""^ " 
Teacher and pupil were boimd together by no economic ties, but 
by those of friendship and affection. Through this companion- 
ship, usually outside of the hours of regular gymnastic training, Rduive 
the boy received a further training in justice, in honor, in pa- p°"''^ 
triotism, in self-sacrifice, in self-control and in honesty. It must of<Mdi 
be admitted, however, that while the Spartan moral training con- 
served certain elemental virtues, its effects morally, as well as sturdy 
physically, had a hardening, even a brutalizing, tendency. Other ^^Jj**). 
phases of Spartan education can only be mentioned. Unlike any actet 
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other ancient people, t h^y ffl\-e w o men practicallyjhe same ki nd 
of education as men — yet with no higher purpose than that 
of training mothers of warriors. While there was an absence 
among them of those grosser forms of immorality characteristic 
of early forms of civilization and constituting a blot upon the 
. fame of Athens, t hey vet practically des troyed the family. While 
they possessed a sturdy character and the elemental virtues in a 
higher degree than did the other Greeks, t hey saw little of the 
beauty ot life and possessed few of the graces of cha uracter. TEeyj 
have left us a type of education that produced physica l streng th] 
and endurance, the homely moral qualities, strength of character' 
imder a despotic system of regulation and a citz^n body strongly 
imbued with patriotism and devotion to a state that encom- 
passed every activity and every interest in life. But to future 
generations they have left little save their example. 
1st be- 1 Athenian Education during the Old Greek Period. — Save in 
^jj I the simplicity of aim and in the means adopted for training, 
Lhenianl the Old Greek education at Athens had little in common with 

14 nf I 

^ I that at Sparta. Even in these two general respects there 
cduca- was wide divergence in the relative values assigned to the 
various elements in the aim, as well as in the emphasis upon th^ 
various subjects of study. All that has been said concemi 
Hellenic ideals of life and that clear development of individualit 
worked out by the Greeks, applies with pecuhar force to th 
lonians and, above all, to the Athenians, 
ition The Organization of Athenian Edtication. — The citizen, guid 




"?J®^ ing his life by reason, wise and judicious in his performanci 
of the manifold public duties demanded by the state, yet 



in the disposition of his leisure time and in his interpretation o 
social obligations, as well as strong in body and brave in war- 
fare, could not be produced by an education thoroughly con- 
trolled by a despotic socialistic regime, as at Sparta, . While 
I Sparta dehberately destroyed the family, Athens aimed %o pre — 
I serve it as a means of developing and shaping personality, andi 
placed upon it the burden of responsibihty for education. AJ? 
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schppls^were private schools; and the state provided directl^ 
for only that portion of education between the ages of sixteeni 
and twenty, which was almost wholly physical and a direct) 
Ijreparation for mihtary selvice. The state required a training 
in music and .^yinnastics; land while the freedom and the pri- 
vacy of home life was no! destroyed, certain results were de- 
' manded by law, and the process was supervised by the court of 
the Areopagus. This court Lad especial charge of the morals 
oi the youth, and during the period in which it preserved its 
original authority, punished with severity grave lapses from the 
accepted standard of morality. Schoolhouses owned by the The Mai 
masters were quite common. The state may have provided, ^Jjj^ 
some of the palsstrae, or elementary gymnastic schoob, as it\*Si»up 
did, without any question, the gymnasia for advanced physical j™"^™ 
.education. 

Eddcation in the Family. — The training of the child for Educ«ti 
the first seven years was wholly in the hands of the family. As ^?^ 
sx Sparta, thb training was chicSy physical, since the chief con- 
<=em was to secure a hardy constitution and a well-developed 
^^ysique. The training in the family was not, as a rule, of so 
liigh a character as at Sparta. The child at Athens was usually 
Siven into the charge of nurses and slaves, while the Spartan 
mothers were famous throughout Greece for the careful physical 
and moral training they gave their children. A most interesting 
-phase of child life, before the dehnite series of phjrsical exercises 
an school life was taken up, is indicated by the fact that Greek 
literature mentions or describes a very extensive list of children's 

games, including practically all that Ve have to-day. In the 

home, on the street, in the country, the child's early education, 
then as now, was unconsciously furnished. 
School Lite began at about seven, and for the children of the Tm ^ 
- free Greek families, save those fmancially unable, continued ^*^ 
for e^t or nine years. The age of entering, the length of at- Bchooi ■ 
tendance, and the subjects studied depended somewhat upon ^^^ 
the stMiding of the family. In two respects Athenian education 
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differed very widely from modem practice, — the Athenian boy 
attended two distinct types of schools, the music school and 
the gymnastic school, or palaestra, — and the character of 
work in these two schools was radically different from school 
work of modem ones. From the time he grew out of the care 
of the nurse, the Greek boy was in charge of a pedagogue, — 
a slave or servant, — who was intrusted with the moral over- 
sight and general care of his charge. Too often one was chosen 
for this who from age, injury, or other disqualification was unfit 
for any other service in the household. 

At about sixteen years of age the youth was freed from the 
. care of the pedagogue, discontinued all literary and musical study, 
and replaced the training of the palaestra with that of the^gym- 
,nasium. Here he associated most freely with youth of his own 
age and with adults. He was taught or trained in a variety of 
exercises by a state oflBcial, the pcedolribe, and was under the 
general supervision of the sophronisi, or moral overseer. 

During the Old Gr^ek period there were two of these public 
gymnasia, the Academy and the Cynosarges, erected toward 
the opening of the sixth century B.C., outside the city walls. 
Here in the midst of beautiful groves and extensive gardens, 
the sons of pure Athenians at the Academy, and those of mixed 
blood at the Cynosarges, passed two years in free association 
with their elders and in the physical contests and social and po- 
litical discussions that prepared them for the life of the Athenian 
citizen. 

The only intellectual training of the ephebe was this indirect 
one which he obtained from association with his elders. Through 
discussion in the agora, conversation at banquets, attendance 
upon the theater and the law courts, he gained that knowledge, 
of the laws and moral customs necessary to direct his conduct. 
Moral delinquencies that argued any lack of appreciation of the 
responsibilities of citizenship brought him before the court of 
the Areopagus. 

Public Education. — Having completed this two years of 
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preparatory training and demonstrated to the officials that Eotnnc 
he met the moral and physical requirements of citizenship, he ^^^^™j 
was enrolled among the list of free citizens, took the oath pledg- tuoedu 
ing fidelity to the state, the gods, and the moral traditions of his ^"^ 
people, was furnished in the public assembly with his equip- 
ment as a soldier, either by his father or, if an orphan through 
war, by the state, and exchanged the dress of youth for that of 
the free citizen. There was yet a definite training in the use of 
arms and in general military discipline before he assumed the MOitai] 
duties and privileges of full citizenship. This was the technical ^^ 
period of ephebic or cadgt.edijcatioti, common to all Grecian tbecik 
people, though it varied in length from two years at Athens to 
ten years at Sparta. During the two earlier years of ephebic 
discipline, — that from sixteen to eighteen in the gymnasium, — 
the youth had remained under the control of parent or guardian. 
For these latter two years he passed imder the direct control^ , 
-<rf state of^cials.^ The first year of this service was spent in bar-» 
rack or camp life in the neighborhood of the city, and was de- 
voted to severe military training in the use of arms and in the 
conduct of practical affairs of the state. In the second year 
this life became that of the regular soldier in more remote garri- 
sons, with the idea of acquainting the prospective citizen with 
the roads, frontier, and topography of his country as well as 
with the duties of a soldier. During the entire ephebic period 
no small part of this training in public service consisted in the 
participation of the youth in the religious and social festivals, 
as is depicted iii the Panathenaic procession on the frieze of 
the Parthenon. In these festivals training in religious devotion Gndui 
and patriotbm was combined with the cuhivation both of the ttao^d 
graces of life and of harmonious physical development. The ibip 
end of the first year was signalized by a public examination in 
the use of arms; that of the second, by a similar examination 
upon the duties of citizenship which were thereupon assumed. 

Even here the process of education did not cease, for the life 
of the Athenian citizen was (me neither of private enterprise ntn* 
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erf private indulgence. On the contrary, the state demanded such 
services of the citizen that a life of economic activity for personal 
ends was hardly possible, certainly not to the extent common in 
modem times. The pleasures of private life, whether amuse- 
ments in sports and games, attendance upon the theater, or social 
gatherings for eating and drinking, were controlled, for social 
ends, by the Athenians, though somewhat less directly than by 

ithe Spartans. ^The state and the entire social life became a 
school in which, although effort for physical perfection was not 
neglected, yet greater emphasis was li^d upon intellectual and 
moral growth. Thus was obtahied the highest conception of 
° the elements of nobility, or virtue, that ctmstituted the ever 
developing "worth" of the Athenian citizen.' 

While this organization of educa- 
tion did not become clearly defined 
in all of its details, probably not even 
in Its chief stages, until late in the 
Old Greek period, it formed the full 
expression of the Old Greek ideals 
and was a feature of Greek life dur- 
ing the fifth century. The definite 
- training of the ephebes was the 
latest phase of this early educa- 
tional development to take shape. 
' i^ The ConUnt of Greek Education : 
Gymnastics. — The most striking 
Plan or a gukgk qvu- I contrast between Greek and moi- 
NMiuM.* I jjjj education is found not in its or- 

iganization, but in its content, especially in the importance 

'A,B, C, porlicoe* with seats "here the philosopheis and sophists taught, 
E, double, covered portico; F, ephebium, or hall for exercise for youth, seats 
were provided hne also; G to P, rooms for hot, cold, and tepid baths, for 
uuuDCing tlw body, for tprinkUng the body with dost, etc. ; Q, R, S, porticoei 
fer exercises in indement weather and in winter, also used Eor peripatetic in- 
struction; U, uncovered walks and running tracks; W, stadium for public 
contests, whb provision for a muldtndeof spectators; In tiie center b the gion. 
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./'■ fn'wn tn fTYpii^pctii-g. In the period of school life from 
seven to sixteen, fully half — and before the fifth century 
much more than half — of the boy's time was given to 
the paUestra. The formal education of the ephebic period, 
including the two years in the gymnasium and the two years'-.^ . ... 
, garrison duty, likewise consisted, for the most part, in physical 
tr«nin g. And yet from all this the Greeks got much more than. Moral 1 
mere physical development Moral results were no less impor- ^ ^ 
lant. Whote-mindedness, or temperance, — the control of the 
passions and the emotions by reas^ii, — was thus obtained. 
Above all, the coordination of thought and action, the htting ^ 
cf conduct to precept, of word to action, was secured through ' 
this same training. \ There resulted that harmony between the 
inner thought life and the outer life of conduct which formed the i 
ideal of the Greeks.: 

, Games and physical contest.: ^vere not indulged in baphaz-Zorgadi 
/ard as with the modem youth, nor participated in by the few "'sanit 
Vor the entertainment of the many. Nor were the standards . 
of excellence the same as modem ones. Success consisted not Resultt 
so much in the winning of the contest, as in the evidence givenj ^"'^ 
of the prope r form of the exercise, in graceful and dignified] 
carriagCj in control of temper and of skill. Above those| 
exerdses that called for display of mere force were prized 
such games as called for quickness of perception and evi- 
dence of courage, or "pluck." Succeeding the games of little 
children there were used a great variety of games with the 
ball and of contests in running, together with a multitude of 
children's games and simple forms of exercises or calisthenics. 
In the schools these exercises were organized into a more definite 
course of study called the peTtlatkion, This included, in succes- The pa 
sion, jumping, mnning, throwing the discus, throwing the spear 5-^^*,^ 
■nd wrestling. Wrestling developed into boxing with the open 
palms of the hands and into the pancratium. This latter was 
ft combination of boxing and wrestling, in which hands and feet, 
in fact, any means of discomfiting one's opponent, might be 
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used. At Athens, however, this was reserved for the older boys 

and was always under strict control of the gymnastic teachers 

or directors. To these a variety of other exercises were added. 

re - ' Music, to be understood in a much broader sense than is 

^ given in the moderri meaning of the term, constituted the 

/ 1 second portion of the Greek curriculum. "Gymnastic fcr ^ 

■ b ody, music for the sou l," was their conception of an education. 

Music in this sense included all that came within the activities 

presided over by the nine Muses. ^ Hence poetry, the drama, 

Imtory, ^toryi the sci ence s, as well as music in the more limited 




Gkkkk Music School, frou Vase Painting, about 450 B.C. 

sense, came to be included within the scope of this tenn. It is 

in the restricted meaning, however, that it formed the larger part 

Woikoftbe of the education of the Greek boy in the earlier period. In 

mu»ic«diool jfjg music schools the Athenian boy from early morning till 

sunset spent most of his time not given to the palestra. The 

earlier years of childhood were devoted to memor^ioj, the 

MiMtty of Homeric poems, with portions of Hesiod. Later, in the historic 

^^^"^ period, selections from the lyric and didactic poets were added. 

Beyond this memoriter work, the tasks of the school consisted 

chiefly in explaining the meaning of words, phras-^s and obscure 

aUusions. After a few years devoted to the mastery of this 
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literature, wherein the early ideals of Greek life are expressed 
in a form that had imperishable influence on each succeeding 
generation, the';\boy was taught to chant these poems to an 
accompaniment on the lyre.. . 

For many generations this constituted all of the inteUectual Tcduuca 
education of the Athenian boy and, even ijtcr writing and read- SShm 
ing became common during the sixth century, continued to form 
the major part of it. However long it might take the boy to 
acquire the ability to play the lyre, mere technical skill was never 
the end. The task of the boy was similar to that of the work of 
the old bard. 'iThe playing of the lyre, in the school sense, was 




the improvising of an accompaniment in harmony with the 
thought expressed in the passage repeated. ' 1 Here was demanded 
Dot only insight and understanding in the interpretation of the 
poem, but skill and creative ability in the construction and per- a 
formance of its accompaniment. In both respects there was a 
demand for individual ability and initiative, and hence there 
resulted a development of personality quite foreign to any pre-l 
ceding type of education. Indeed, it is to be doubted whether 
education as a process of developing creative power — power 
of expression, fA initiative and of appreciation — has ever 
been ^ven a more fruitful form. It is in this sense that the 
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Greeks expected and accomplished so much from their musical 
education. 
i Music developed not only this power of appreciation and ex- 
pression, but it produced as well a harmony of soul corresponding 
to the harmony of the body produced by gymnastics. In this 
connection Plato says : — 

o'sesd- "Harmony i% not regarded by him who intelligently uses the Muses as 

e of the given by them with a view to irrational pleasure, but with a view to the in- 

^^^^ harmonical course of the soul and as an ally for the purpose of reducing this 

jc into harmony and agreement with itself/' 

ails of The two accompanying illustrations of the music school are 

^f T^" taken from a vase painting dating from about 450 B.c. by the 
nby Athenian artist Duris. On each side of the vase there are 
ek vases g^^ people: two pupils, two masters, and a pedagogue who 
has accompanied the boy to his master and remains to look on, 
to assist, or merely to return home with the boy. It probably 
is an exigency of the representation of the artist that each 
boy has a master, for we know that a single master had many 
pupils, though most of the instruction, save in the chorus, was 
individual. On the one side, the boy in one group is learning 
to play the lyre; in the other group he is repeating a portion of 
a poem which the master holds in book or scroll form. On the 
other side, the boy is either learning to sing, or is repeating a 
poem to the accompaniment by the master on the flute, or is 
learning to play the flute; in the other group instruction in writ- 
ing is represented, the master holding in his hands a triptych^ 
or folded wax tablets, and either correcting an exercise or setting 
a model. On the wall are himg musical instruments, flute cases, 
rolls and satchels for books, and on each wall a cyhx, or drinking 
cupi like that from which the illustrations are taken. 

iding and y) READING, WkITINO AND THE LiTERA&Y ELEMENT of educa- 

f^ ^^ ytion are thus included in the work of the music school. Reading 

B.C. ;and writing were introduced into the schools about 600 B.C., but 

long before this the Homeric poems were taught orally, as they 

continued to be afterward. Filling a function similar to that 
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perfoimed by the Bible in the education <A our own people in 
earlier generations, the UiaA and the Odyssey furnished to the h'^^;^''' 
Greeks moral guidance, aesthetic inspiration and practical direc- poem* 
tion for every need in life. Though they contained much that 
could not but be of detriment in the moral education of the 
young, the explanation of such passages was much the some as 
that made in case of simiUf passages in the Bible. On account 
of this influence, however, Plato would limit the study of the , 
poets to certain carefully chosen selections. 

/The full development of this literary element is the dominantl'^diooi w 
characteristic of the New Greek period. Reading and writing} 5!™?^o 
are thus incidental in the early period. The higher moral re- literary or 
suits of this education were obtained in no small degree without q^— 
their assistance through the possession of the hterature, trans- puiod 
mitted by the spoken word. The processes of reading and 
writing were acquired much as they are with us, or have been 
until recent times. The ordinary alphabetical and syllabic 
methods were used. But in reading there was much more of' MethodK 
educational value than with us, because of the important train- ^"^^ 
mg in power of discrimination or in judgment. This was due toi 
the use of accent and to the fact that words were written con- 
tinuously without a break, and hence the separation of one word 
from another was required. Likewise there was no punctua- 
tion, so that it was necessary that the child should get the idea' 
in order that the reading might even be intelligible. After' 
some years of this practice, much emphasis was placed on beauti- 
ful reading, preparatory to further work in declamation. 

Arithmetic, other branches of mathematics, and drawing Pmctiaa 
were not introduced until later. So the results of Greek educa- *"*°'^*' 
Hon, great though simple in their harmony, were obtained 
chiefly from the simple curriculum of poetry and music. 
.'■ Danciko remains as the one element in the Old Greek cur- |^^,^ 
riculum yet to be mentioned. This might have been included of dudnj 
imder gymnastics, but it was more than physical exercise and ^^^^ ^ 
training. Id a way it might have been included imder music, ttudies 
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for it was but ^he expression of harmony of thought through 
rhythmical motion, j It differed from modem dancing in several 
respects. Since it was the rhythmical movement of the whole 
body, there was much more of exercise leading to harmonious 
physical development. Since it was chiefly religious or civic 
or military in its character, its aim was not merely the pleasure 
of the individual. Having these social motives, it possessed a 
content of thought as well as of emotion, and an outcome of 
moral as well as aesthetic training. Such dancing for the most 
part was performed in companies, civic processions, military 
drill, or religious worship, or at least in preparation for these, 
so that it was a training in harmonious action with others. Danc- 
ing was the union of the harmony of thought and emotional 
experience expressed through music, and the harmony of physi- 
cal development produced through gymnastics. 
al pur- / The Moral Fur post of Greek Education is thus indicated by 
in " the results they hoped to gain from the use of each element of 
^ifstia its content. We have already noted that the gymnastic educa- 
tion was designed to produce certain moral results, such as con-' 
trol of temper and the general subjection of the passions to rea- 
son; that through this training, patience, endurance, fortitude, 
courage, loyalty, devotion and a consideration for the rights of 
others were to be developed. Concerning the moral ends of the 
musical education, a sentence from the description of a school 
by Plato will bear repeating: " They [the music teachers] make 
rhythm and harmony familiar to the souls of boys, that they 
may grow more gentle, and graceful, and harmonious, and so 
be of service both in words and deeds ; for the whole life of 
man stands in need of grace and harmony." 

In one sense all of the training in the school and the home 
had a religious bearing, since even the athletic contests were in 
■ honor of the gods ; but in the sense of a differentiated interest in 
life and one connected largely with the life to come, the religious 
element played little part in the Greek boy's education. The 
moral education of the Greek, being less directly connected with 
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religkm than in the cose of most peoples, adopted one other Moni 
means quite unique. By the direct association of the boy wdth ^|f 
an adult, as a child with the ped^ogue and as a youth with the inthai 
"inspirer," the Greeks brought about in a most practical way 
the moral education of the young. 

' Thus while the g)aTinaslic and music teacher could give the Tbete 
boy the elements of these branches, the truly educative process t*^ 
had to be based upon other than economic grounds. Though 
ail his teachers xmited in giving him dignity of bearing and of 
breeding, becoming manners, grace of conduct, modesty, rever- 
ence for elders and respect for laws, these special teachers fur- 
ni^ed him a direct model for the formation of character which 
the boy must approximate through conscious and unconscious 
imitation acquired through constant association. 
S The Method 0} Greek Education finds in this custom its chief Ucdw 
characteristic. So far as their education was an imitation, it was ^^^ 
Dot, as with the Oriental, an imitation of fixed form or deaH cus- nwcU 
torn, but of a living model, possessed of strong personahty ancj 
/'stimulating to the development and expression of individualityj ^ 
So far as it was a direct inculcation of certain qualities, it 
was by the immediate example of these virtues lived by the 
teacher. For the Greek boy education always had an attain- 
able aim, since he possessed a concrete, definite model by 
which to shape his character and direct his conduct. Educa- 
tion was not a formal, lifeless process, but a living of a type of 
life full of activity and pleasure, of expression of self and of 
attempt at concrete forms of virtue made real to him through 
the conduct of an "inspirer." 

At the present time, nhen so much emphasis is laid upon Theca 
expression, or the constructive and doing side in education, ^d^™ 
one other aspect of Greek method is of special significance. {lu*bc 
Greek education was first of all a jjoing, only in the second' 
place a learning process. Early action was shaped directly ^ 
_^by authority. Just as our schools devote most of their time 
to the shaping of the child's ideas by authority, so the Greek 
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schools devoted their efforts to the shaping of conduct. In 
these schools the boy learned to run races, to jump, to wrestle^ 
to excel in physical exercise and contests, to play the harp, to 
recite^ poetry to the accompaniment of the harp, to read and de- 
claim, to dance. It is all "a doing," — a formation of habits, 
of courtesy, of graceful bearing, of temperance in thought and 
action, in control of emotions and passions, and in giving ex- 
I pression in action to the ideas of harmonious, beautiful and vir- 
ucdon I tuous conduct in life. Only afterward does it become a leam- 
^ren- "^S* \when the habit is once formed by exercise, training must 
tabits be followed by instructipn in order to make the habit pennanent 
^yj^ by making it rational.; Instruction then aims to replace arbi- 
trary authority with reason as the basis of virtuous conduct. 
Instruction thus produces this harmony between the inner life 
and the outward action. /The relation between instruction and 
activity or expression, as developed in modem education, is thus 
reversed. ■ The Greeks held to the scriptural principle that if one 
does the deed, the knowledge of doctrine will follow. 
Age of //new greek EDUCATION: TRANSITIONAL PERIOD. — 
bw<Sng ' Character of the Period. —^The Old Greek education resulted 
e Greek during the fifth century B.C., in a brilliant period of personal 
achievement and national progress which has never been 
surpassed in history. The culmination of this period was 
the Age of Pericles. During and inmiediately preceding this 
period the highest products of Greek civilization were attained. 
In politics such men as Themistocles and Pericles controlled 
her destinies; in art the work of Phidias and Myron and the 
construction of the Parthenon are evidences of their taste and 
their achievement. Herodotus and Thucydides laid the foimda- 
tion of the science or art of historical writing. The tragic drama 
reached its perfection in the work of ^schylus, Sophocles and 
Euripides; and comedy, in the plays of Aristophanes. In every 
aspect of human activity and human thought there was a similar 
creative effort and an achievement that is beyond comparison 
with that of preceding historic periods. \ But this period of frui- 



The Greeks. The Liberal Education 53 

tion wu also one of transition and of origins. While the old 
education laid the foundation for these achievements, it was 
insufficient to meet the demands of the times and altogether in- 
adequate for future needs. The life of this period made greater Greater d 
demands upon the individual and offered greater opportunities ^^^^ 
for personal achievement, consequently it required an education uai and 
suited to the period, — one wherein the chief emphasis was laid SS^mBte 
upon individual development rather than upon service to the toblm 
city state, and wherein the individual was not merged in the citi- 
zen. The answer to this demand was the New Greek Education. 
a Tnuuitional Forcea. — As a result of the Persian war, Athen- Ecouonuc 
~ tan life was merged into Greek life as a whole, economic relations <**n8«; 
and commercial activities were extended, industrial interests wealth 
were developed, and a hitherto unknown toleration of foreign 
teachers grew up. Toleration of new ideas led to criticism of 
old ones and finally to modification or rejection of much that 
had been characteristic in previous periods. Even before this 
flourishing industrial and coromercial period was reached, eco- 
nomic and social causes had been at work in producing revo- 
lutionary political changes. The old aristocratic constitution PoUticBi 
was replaced (509 b.c.) by the democratic one of Clisthenes. All '^'fS^ 
free inhabitants of Attica were admitted to citizenship. All demooac; 
these now served in the popular law courts or in the assembly. 
Many officers were chosen by lot as in the case of the modem 
jury. To the popular assembly was given the power to ostracise, 
or banish by secret ballot, any citizen considered dangerous 
to the public welfare. Under this system of free government 
the political power, the material prosperity, and the culture of 
the citizens increased with rapid strides. 

The highest literary product of the old period was the tragedy: Lfuwyc 
during the latter part of the fifth century the most characteristic ^^^ 
liter&ry fonn was the comedy. The problem underlying all nucaxdi 
tragedy was the conflict of duty and interest; its theme was *^"'*<*^ 
always ethical; its occasion was that of religious worship. 
The theme of comedy was social and political; its characters 
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were drawn from contemporary life; its purpose was to enter- 
tain. As a satire on the pretensions, shams, follies and extrava- 
gances of every phase of life, its very nature indicates that in 
real life self-interest had jwon the victory over duty. 

Akin to the change in literature was that in philosophy. 
The early philosophy of the Greeks had sought for some ex- 
planation of the physical universe, — its constituent elements 
and its relation to man ; to the new teachers, philosophers, so- 
phists and students such knowledge seemed impossible. The 
new thought turned its attention inward^ and in the activities 
and the nature of the min_4 sought to determine the nature of 
reality. \ 

A similar change occurred in religion and morals. The old 
mythology was rejected, — or preserved for the unintelligent 
aland re- masses alone. In its place was substituted a naturalistic or 
'*^»^*^ rationalistic explanation of natural phenomena. In place of the 
old morality, founded on the institutions of the city state, of 
the family, and of the worship of the household gods, was sub- 
stituted a new morality based upon self-interest or upon rational 
enlightenment.! Extreme skeplicism and unreasoned conserva- 
tism came into conflict. There could be no question as to where 
' the ultimate victory would lie. fl Skepticism in belief led to free- 
dom, even license, in conduct. The orderliness, the dignity, 
the gravity, the devotion to public need, of the old Greek life, 
•' was replaced by a greater frivolity, a disposition to place personal 
I gratification above public service and a general disposition to 
i allow the individual to determine his own ends in life and to 
\select the means for their attainment.'! 

; The Demands upon Education made by these social changes, 
political, economic, ethical, Uterary and the like, were two- 
fold. There was §igt_a^ dem^ d for greater freedoin for th e 
individual intKought and action to correspond with this growth 
of freedom in the political sphere. Second, there was a de - 
mand for a trainin g or an education th at woul d enable the 
individual to take advantage of the unprecedented opportimi- 
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ties for pej-sonal aggrandizement and achievement.! There was 
now demanded an ability to succeed in a democratic society 
much Uke our own, and to control the votes and command the 
approval of an intelligent populace where the functions of print- 
'ng press, telegraph, railroad and all modem means of com- Abo a 
munication were performed through public speech and private ^|^^ 
discourse, and where the legal, ecclesiastical and other pro- otfortv 
fessional classes of teachers did not exist. No means, how- "^ ■ ■ 
ever, existed in Athenian society, as organized under the old 
regime, for avingjpjhe individual such training as would pro- 
vide for personal achievement in place of civic service. Such 
instrumentalities now appeared in the form of a new class of 
teachers, the sophists. 

*-' The Sophists were the new class of teachers that arose in Double 
answer to these new demands. Like many terms, such as peda- ^^ ^ 
gogue and politician, the term " sophist " is used in both a generic M"** 
and a specific sense. In the b road er generic sense'the sophists 
were fl^fflt tpafh^rg, not u eually n ative Athenians, who saw the 
defects in the ex isting or Ranization ofedjjcation at Athens and 
offered to the youth of thejdtyjfee trailing so much in demand 
as a preparatJQa fgc.a.£are er of per sonal aggr andizement in the 
political and social life of the times. They were students of "T 
affairs who through wide travel had picked up the current learn- SofihiM 
ing concerning natural forces and phenomena, political life, J|i*Jl_ 
social institutions and popular questions of the day. Many (^ 
them gave merely a formal training that often consisted in fur- 
nishing their pupils with set speeches upon given topics to be 
repeated upon definite occasions, such as (trials before the Fomu] 
courts,", or with smart sayings and fragmentary information to jl^, 
bemused whenever chance opportimity offered. Many gave a 
more thorough course in the study of questions of the day and 
in the rudimentary, natural and historical sciences of the times 
as well as a training in dialectic power through discussion and 
in rhetorical power through public speech. They themselves 
taught through formal discourse or lecture. ' Two characteristics 
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rendered them especially disliked by the thinking Gi;eek3, espc 
- cially those of a conservative character; the one wais the profes- 
sion of their ability, as indicated by their title, wist men, to give 
,v information on any subject; the other was their demand for 
enic of ^ remuneration for their services. With the charlatans among 
^.*^ their number — and they were probably not a few — this took 
ling for the form of offering to impart to any one any subject or any 
ability, if the remuneration was suflScient. Since power in 
lu-gumentation constituted the great desideratum^ it was the 
boast of many of them that they could give one the ability to 
argue either side of any question with equal facility. These t^BX 
chaj^£leristics__ran_coimter^ to some of the fundamen tal and 
most worthy traits ofold Greek lif e^ The former violated their 
principle of harmony and reverence and bordered on the inso- 
lent. The latter was contradictory to their idea that develop- 
ment of character, which was the inclusive aim of education, 
could result only where the relation between teacher and pu- 
pil was based upon mutual esteem and where the financial 
nexus was altogether wanting. Consequently there arose to- 
ward the sophists a most violent antipathy expressed by all the 
oatioiiof writers with conservative inclination, and a natural desire upon 
Mjative ^j^g p^j^ ^f Plato and the members of the philosophical group 

Bed to differentiate themselves from the despised class, however 

much they might have in common with it. 
lists The moral teachings of the sophists placed an unprecedented 

rSout-*^ emphasis upon individuality. As a class they did not teach 
5 of grow- immorality, for they held no common system of views. The 
^ ^ ^" only idea common to all was that there were no universal ideas 
or standards of conduct. In the words of Protagoras, one of the 
greatest of them, " Man is the measure of all things." As this 
meant the individual man, the tendency long developing in Greek 
society toward giving individuality more and more emphasis 
in moral life and in the educational process here finds its cul- 
mination. Naturally many found no basis for continuing the 
old customs, and a period of great laxity and even dissoluteness 
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followed. The immorality of the sopbista, then, was a n^a- Thdrim 
dve one, to be foimd in their exaltation of the individual. The ^J!^' 
individual now found a place distinct from and above his life 
as a citizen. From the point of view of the Old Greek, the so- 
phist tendency was an immoral one. From the point oi view 
of modem thought it is seen to be a necessary critical stage, 
destructive of the old, but clearing the ground and even laying 

the foundation for the new, 

^ best^thewM- k of the sophist , which as defined by Socrates] Repiwei 
was to t eadi young men "to think, speak, and _act," had no ! '.^f^* 
unworthy motive and was no Insignificant service to the state.Jiii cduca 
Only in two respects, to which the modem world can hardly nie^ioai 
object since both are accepted in modem education, can the 
sophists as a class be held to be teachers of immorality, xhey 
did believe that morality and wisdom could be taught theoret- 
ically, whereas in the Old Greek education these had been the 
product* of a pnractical training in certain activities. AncTUiey 
did hold that the basis of morality was to be found within one's 
own intellectual and moral being. Morality was to be based on 
reason and not, as in the old period, upon custom and tradition, 
as revealed in their religious thought and institutional life. 
Nevertheless these very views did much to encourage the ten- 
dency to unrestricted individualism and contributed much to the 
demoralization of Athens. The term sophist continued in use Later ua 
for many generations. Even in the Christian centuries it was ^^'^ 
applied to the teachers in the universities as practically synonj- 
mou3 with the modem term professor. Yet the sophist in the 
original sense, as a teacher attached to no institution and to no 
one locality, end as one who professed to give instmction on all 
subjects, was characteristic of only about a century. 
i Setottiiig Chtngcs in Education. —^/n Conient. — The pe- Educatw 
riod et higher education from sixteen to eighteen, hitherto '*'^"".* 
devoted to physical training and informal instruction in po- fcctuai 
litical duties, was now devoted more to a purely intellectual ' 
training. In private rooms, on the street, oi' in the gymnasia, 
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the sophists collected this body of students, imparted the knowl- 
edge, and gave the rhetorical training desired. /While the so- 
phists drew largely from the ranks of the ephebes, their greatest 
influence was exerted upon those who had entered the period of 
young manhood. 1 
t(y of lit- Literature, stuaied from the point of view of form rather than 
^ **™ from that of content and for the purpose of pleasing and, per- 
suading the multitude, now came to be the basis of study.. To 
the sophists is due the formulation of the grammatical and rhe- 
torical study of language and literature.; Most of them wrote 
treatises on some phase of language study. 

In the music school the same emphasis was laid on literary 
study. Later didactic poets, offering opportimity for "hair- 
splitting" dialectics, were introduced. . The tendency to intro- 
duce new musical instruments, the fliite and the cithara with 
an increased number of strings, and new t)rpes of music, aiming 
more at subjective, pleasurable effects, indicates the tendency 
to allow individual pleasures and desires to control. In a simi- 
lar way the introduction of the warm bath and the relaxation 
of the severity of the physical exercises in the palaestra indicate 
the growing love of ease. The extent to which these changes 
would develop individualism is evident.* 
tnicdon ^ In Method. — With an increased emphasis upon study of 
^^ form, with the growing importance of intellectual acuteness in 
discrimination between words, with the enlarged rewards for 
mere showy effectiveness, the old emphasis on training in moral 
; habit as the basal part of education was replaced by the exalta- 
tion of instruction. The study of grammar and rhetoric, soon 
to be followed by that of other subjects, reversed the old order of 
method and made of their education a process of theoretical 
instruction. Education became more distinctly a school pro- 
; cess looking toward intellectual and practical, that is, individual 
ends. 

^ For concrete details, see The Clouds of Aristophanes in Monroe, Source 
Book in the History of Education for the Greek and Rontan Period, pp. 66-91. 
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Ths Results of the New Education, both in the century of TikvI 
transition and in the followii^ period of complete donunance, "* 
were naturally of a twofold character. If one looks solely 
upon the darker side and is guided by the strictures of Plato, 
Aristophanes, and the conservatives, it was a period of extrava- 
gance in customs, of license in action, and of skepticism, irrever- 
ence and anarchy in belief. If, (m the other hand, one tempers 
the views of these critics by what is gained inferentially from 
their own writings and more directly from writers less renowned, 
as is done by Grote (Chapter 67), it was a period of the greatest 

I enlightenment in opinions, of moderation in poUcy, and of attain- 
ment in all the higher aspirations of life. In fact, as character- 

, istic of a period of greatest freedom, both results might have been 
true. With its attendant benefits and its unavoidable evils the Botbd 
absolute freedom of learning and of teaching, the "Lem-und 'f'f^ 
Lehrfreiheit," which is the ideal of modem higher education, 
was an actual realization in this peried. Such evils are the 
necessary price to be paid for such blessings. With Athens, 
however, since such freedom attended not only learning and 
thought, but prevailed in the world of moral conduct, of political 
activities, and of the religious life as well, the cost was a heavy 
one and was paid to the uttermost. 

THE GREEK EDUCATIONAL THEORISTS. — The Prob- Slmibi 
lem of the Educational Theorists was identical with the problem ^t^^ 
of educational theorists at the present. This problem is to for-1 !««»*« 
mulate an educational ideal that will provide for institutional 
loyalty or social service, and at the same time permit or even 
necessitate the fullest development of personality; to organize 
an education on the institutional side so as to render this aim 
possible of realization by all; and to construct appropriate 
methods of instruction and training. The occasion for the work Unal 
of the Greek educational theorists was the conSict between the ^^^ 
New Greek education and the Old. The educational problem imtmc 
was similar to that of to-day. A few generations ago the content ^^ 
of education was almost wholly religious, and moral conduct 
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was regulated by a code of ethics based upon the authority of 
revelation. Now religious instruction and material are bani^d 
from the schools, and moral conduct must be developed through 
schoolroom instruction and rational training, 
ion of In one respect the theorists agreed with the New Greek educa- 

f^°tite ^°^- ^^^y ^^^^ ^^ ^^^^ ^ ^^^ ^ *^ process of the Old Greek 
Bts education to be wholly inadequate. In another respect they 

agreed with the conservatives who rejected the New. They held 
the negative attitude of the sophists to be wholly inadequate 
and believed that some general moral bonds must be furnished. 
The attitude of the sophists toward knowledge was of the same 
negative and destructive character as their attitude toward moral 
principles. Along with the ancient standards of conduct, the 
previous conception of knowledge had come to be looked upon 
as antiquated and false, so that the sophists despaired of the 
attainment of any satisfactory interpretation of reality, of the 
universe, or of life, 
ites' ■*-, Socrates .(4^9^399) ^^^ stated the problem of the conflict 
roWcin ^ ' ''^tween the Old and the New Greek education, between social 
y and individual interests, and somewhat vaguely formulated the 
principles of solution. He accepted as his starting point the 
basal principle of the sophist teaching, " Man is t^ measure of / 
all things." This he did in no superficial sense. . If man is the ^ 
measure of all things, th£ first obligation which man must as- 
sume is to know himself, i 
?kdge Within the consciousness of the individual, within the moral 
tb^ nature of man, according to this new ^teacher, is to be found 
aduct the determination of the aims of life and of the purpose of educa- 
tion. Not, however, in this consciousness as mere opinion. A 
jcharacteristic of this age was the dominance of ppmioii. Ques- 
tions relating to natural phenomena, natural forces, political 
^ policy, economic procedure, moral principles, were all thrown 
mto the arena of public discussion. As questions relating to the 
operation of economic laws, of jurisprudence, of finance, are 
often settled nowadays by popular vote, so it was then, under the 
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influence of the sophists, with a much wider list of subjects. 
"Come now, whether do you think that Jupiter always rains 
fresh rain on each occasion, or that the sun draws from below 
the same water back again," proposes Strepsiades in The Clouds 
as a fertile and t)rpical subject for the exchange of opinion. \^^^ 
Against this sway of^opiniqn Socrates set himself with all the forceV^- 
of his wonderful personality.!/ As opposed to the purely indi-l 
vidualistic basis of opinion, Socrates held that knowledge pos-/ 
sessed universal validity. From this basis he arrived at his 
fundamental principle, "Knowledge is virtue." By guiding Knowli 
conduct by those ideas that possess universal validity, instead of 
by mere opinion, one lives the virtuous life. The aim of educa-'/ 
tion, then, was not to give the ofiFhand information that, combined | 
with superficial brilliancy of speech, constituted the ideal of the j v/ 
sophists. It was to give knowledge to the individual by develop- \ 
ing in him the power of thought. Every individual has within 
himself the power of knowing and appreciating such truths as 
those of fidelity, of honesty, of truthfulness, of honor, of friend- 
ship, of wisdom, of virtue, or has the possibility of acquiring 
this power. This is the phase of knowledge in which Socrates 
97BS interested, — the knowledge which is derived from one's 
own experience and which is the basis of right conduct. 
C\ The Socratic Method. — The teachings of Socrates had two Dcvdo] 
p urpo ses. ^The first of these was to demonstrate that knowledge ' ^,^^ 
lies at the basis of allviitugu^ action; the^second was to indicate icctic 
that knowledge was to Ee deyeloped by each individual from his , 
<yssx experience by means of the dialectk method. Knowledge, 
lie held, is the prerequisite-of^ree action; it is the basis of right 
action in all the arts. This is preeminently true of the highest 
of all arts, the art of right living. Such knowledge, Socrates • 
held, was to be gained not f rqm^he mere opinion of the individual, ! 
but only by a search for that which was common to all and was 
TOiyereally_valid.__ 

But the individual is unable without training to discover that 
i?hich possesses imiversal validity in his own experience and in i 
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of edu- his own consciousness. Such truth is to be g ained on ly thro ugh 
p^pottoT ;^^^ p roc ess of dialectic. Consequently the aim of Socrates* 
ought \ work and his view of the general aim of education was to develop 
V in each individual the power of formulating these universals.^ 
' His custom was to begin a conversation by asking /or informa- 
tion, thus getting the views of his companion which he seemed 
to accept and espouse. Then through adroit questioning, these 
original opinions were developed in the words of the person to 
be instructed, imtil the folly and absurdities of the superficially 
formed opinions were fully shown and the supposed possessor 
of wisdom was brought face to face with consequences that were 
either contradictory to the original opinion or so absurd that the 
opponent confessed either the error of his opinion or his inability 
to reach a satisfactory conclusion. This first part of the method 
Socnrtic of Socrates, designed to bring conviction of error, is the ironic. 
^ I By further questioning, the whole truth, of which the original 

opinion was but a fragment, was then developed. Socrates 
Socratic ; termed this latter work maieutics, — the art of givmg birth 
^*" to ideas. This is the method fully revealed in the Socratic 

dialogues of Plato, 
ihaais on y Influence on Method and Content of Education. — The imme- 
^^^' diate influence of Socrates' teaching upon education was two- 
iMgp fold. In regard to content there was an imprecedented em- 
phasis on knowledge. This coincided with the similar influence 
of the sophists who professed to give^e knowledge demanded 
by the new condition of the times. But since the knowledge of 
Socrates contained a compulsory moral import, it was a much 
broader conception than the knowledge of the earlier phi- 
losophers, than the information of the sophists, and even than 
the modem conception of knowledge. Nevertheless, to the 
multitude, this distinction was hardly evident. 

To both Socrates and Plato little mental improvement came 
from the direct impartation of knowledge. Against the popular 
methods of the sophists', which aimed to disseminate informa- 
tion through the formal lecture, these philosophers opposed the 
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dialectic or conversational method. The object of this method Emiii 
was to generate the pcneer of thinking. Their aim was to create „n^ 
minds capable of forming correct conclusions, of formulating ?**''^ 
the truth for themselves, rather than to give them the conclu- uuiS 
sioiis already elaborated. Hence the method of dialectic camel 
to replace both the method of formal delivery of the sophistsl , 
and diat method of training in habits through doing which wasi 
characteristic of the Old Greek education. / 

This method is adequate when it is applied to the formulation Ltott* 
of ethical truths. It enables one to detennine what is the just cnukn 
act, what is right conduct, what is honorable, etc., since in all 
of these respects every individual has had concrete experience. 
The limitations of the method appear when applied to subjects, — ^ 
such as science, history and literature, wherein the content is / 
not given by the eatperience of the individual, but is social, l^ 
Such content subjects can be obtained only by methods other 
than the dialectic. The ^ dialectic, SociatlC- or qu estion ing 
method CM _giye scientific form, classification, interpretation, 
tut it cannot give content. The permanent as well as the im-, 
oiediate contributions of Socrates to education are these: (i)l Ptma 
Knowledge possesses a practical or moral, that is, functional) ^^^ 
value, and consequently it is universal, not individualistic in its tocdnt 
nature; (2) The process of attaining knowledge objectively is , 
the conversational one, and subjectively is by reflection aadi ' 
classification of one's own experience; (3) Education has for; 
its immediate object the development of the power of thou^t,! 
not the impartation of knowledge. In these respects his in- ' 
fluence has been as far reaching and is as potent to-day as is the 
influence of the practices in the Greek schools of that period. 
Consequently an exposition of his ideas and influence is a com- 
ponent part of the history of education. 

Plato (420-348 B.C.) — While the influence of Plato upon 
educational theory and upon the thought hfe of educated men 
has been lasting and profound, his mfluence upon school prac- 
tice, either immediate or ultimate, has been slight. Hence 
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this discussion can but briefly notice a few salient points in his 

educational theory and his philosophy. 

) agreed ^ *^ RdaHon of Plato^s Views to Those of Socrates. — Plato agreed 

^aim ^'^^ Socrates that the great need of the times was the formula- 

lucation tion of a new moral bond in life to replace the ancient wealth 

and worth of Old Greek society rejected by the individualism of 

• the New. Like Socrates, he attempted to formulate a new basis 

/for the moral life which should give suflBcient scope for theindi- 

I vidual and at the same time provide ample recognition of the 

claims of institutional life. Plato agreed with his master that 

this new bond was to be found in ideas, in universal truth, in the 

assedthe intelligence through which men were united by ^nature. To 

ledge ^^™ 'virtue consisted in knowledge^ or in * whole-thoughts as 

sis of opposed .tQ_ opinions. Socrates was content with this for- 

' mulation of the purpose of education and of life and with the 

development of the power of attaining to this knowledge in 

the few whom he taught. But Plato, profoundly interested in 

the nature of these whole-thoughts, carried his investigation 

his ,much farther. This work of determining the nature of knowl^ 

^^^ edge^ his metaphysics, is a most important part of Plato's 

philosophy, 
ctic ' In regard to method Plato also accepts and elaborates the 
^^j. dialectic of Socrates. He defines dialectic as a "continuous 
," lim- discourse with one's self." While Socrates foimd this power in 
all and conversed with Pericles or the street cobbler aUke, Plato 
considered that this longing for the supreme good, this power of 
attaining knowledge, was to be found only in a few. To him 
this vision of eternal truth was a function of a special or sixth 
sense, a "sense for ideas." Hence, although the influence of 
Socrates fell in with the democratic tendency of the times, the 
influence of Plato was more reactionary. In his ideal schemes 
of education he returned to an aristocratic government of a 
sociaUstic nature. In this ideal republic philosophers were to be 
the rulers. The philosopher is he who knows the highest good. 
He alone can determine to what extent the phenomenal existence 
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q»pioziniates the idea and thus attains to the good. He alone, 
then, can determine that disposition of men and things which 
will result in the moral advancement and ultimate perfection of 
the race. Society must be so reorganized that this " lover of Sodety 
wisdom" shall control and direct its activities and relationships. 1^^^ 
Education should aim to develop th is sen se for ideas in everyj tluaep 
individual in whom the capacity exists, and should prepare ancj^g^. , 
direct each individual through the guidance of the philosophersi. ^y pi>ii 
for the performance of those duties which by nature he is most! ^^ 
fitted to perform. ' 

'^ The Republic, or The Dialogue on Justice, is Plato's exposition 
of an ideal society confonning to these requirements. While 
the educational scheme therein expounded has had little insti- 
tutional effect, few books have exercised greater influence over 
the thought life of succeeding ages. 

Plato finds in the individual these faculties: the intellect, Psfcbo 
" whose virtue is pnidencej the passions, whose virtue is fort j- "■"" 
tude; the desires or appetites, whose virtue is temperance. 
Therefore, when in the life of the individual the intellect re- 
strains the passions, rules absolutely the desires, and thus con- 
trob action; when the passions serve as an ally of the intellect; 
when the desires render absolute obedience, — then the virtues 
appropriate to each are attained, and justice is maintained in the 
life of the individual. Thus it would be also in society if each 
class, corresponding to these faculties, should perform its Conwi 
appropriate function. Corresponding to the faculties of the ^J^ 
individual, there are in society three classes: the philosophical 
class, devoted to the pursuit of knowledge, whose virtue is wis- 
dom; the soldier class , devoted to warfare, whose virtue is honor; 
the industrial classr devoted to trade and crafts, whose virtue 
b money-making. If the philosophical class should rule; the' 
soldier class, protect and defend according to the direction of the 
first; the artisan class, obey and support the other two, — then , 
social justice would be attained. 

Membership in these classes is to be determined, however, 
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:tior of by no rule of caste. Through a system of education which dis- 
J^^^ covers and develops the qualifications of the individual for 
for ao- » membership in that class for which nature has fitted him, virtue 
I in the individual and justice in society are to be obtained. To 
education is thus consciously ascribed a much broader function 
than ever before.; for it now is to provide for the fullest develop- 
<^ ment of personality in the individual and for the maintenance of 
:. a perfect form of society. Through education the conflict be- 
\tween the old and the new Greek life is to be solved, 
as of -' The education of children and youth outlined in The Republic 
ne of * ^ similar to that of the Athens of Plato's day. Gymnastics and 
Republic music, the latter consisting of both music and Uterature carefully 
selected, form the substance of it. Higher education is divided 
into two phases, — scientific and philosophic. The scjentific 
period extends approximately over the years from twenty to 
thirty and includes the subjects of arithmetic, geometry, niusic, 
and astronomy. Following this, five years are to be devoted 
to the study of dialectic, or, as we would say, of philosophy. 
This is the earliest formulation of the curriculum that has re- 
mained in vogue from Plato's time to our own, and his is the 
earliest full discussion of the educational value of these subjects. 
The Laws is another of Plato's educational works. Written 
in his old age, it is reactionary in character and its outline of 
education resembles that of the Old Greek period, 
lanent The Permanent V_glue of Plato's educational writings is to 
rm^ be found in the principles formulated. From his theory of 
if idea ideas and his theory of the good, Plato develops in The Republic 
jjjjj^ 1 the fundamental ethical principle that each individual should de- 
•/ ■ vote his life to doing that which by nature he is best fitted to do, 
: — that is, to accomplishing his own particular good in life. 
Thus he will attain to that which is the highest for himself and 



lal ideil^ accomplish the most for society . From this there follows the 
^. I fundamental pedagogical principle that it is the function of edu- 
t N| cation to determine what each individual is most fitted by nature 
[ • to do, and then to prepare him for this service. This is the for- 
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muLUion of the Greekideal of a liberal educatiqD.,..'WhUe it 
must be admitted that this solution is but a formal one, yet any 
practical solution is determined largely by a previous theoretical 
scheme. Thevalue of a clearlyformulated theory, which willgive 
an ideal to work toward, is clearly indicated by the chaotic condi- 
tioa of our educational practice of to-day, which possesses neither 
Ibrmal ideal nor uniBed practice. 

I n his scheme Plato provides the same education for women a 
for men and gives one of the earliest defenses of women's edu-) 



cation. In this, as in other respects, Plato is far beyond his o 
and subsequent times. In many concrete practices, as well as in 
formulation of theory,his educational discussions have shaped the 
ideals of educators of all periods. His dialogues contain the 
chief exposition of the Socratic method. Consequently despite 
tlie impracticability of the scheme, The Republic must be coa- 
sidered as one of the most important educational treatises ever 
■written, 
■c Tke Practical Influence of Plato is to be seen in the formation Outomi 
of the philosophical schools of Athens (p. 75); in the direction ^j^^ 
^vhich he gave to the work of these schools; in the determination *Diiiiiad 
of the school curriculum of many following centuries and in the 
final formulation of the Greek idea of a liberal educatio n. In 
discarding the practical value of all the subjects of sfiidy as 
subordi^iate to that which they possess as mental disciplines, 
as a means for developing power of thought through use of the 
dialectic method, Plato gave the earliest formulation of the dis-! 
^iplinary conception of education as identified with the liberal, 
education. It was the disciplinary rather than the liberal use Dadpli 
of these subjects and the disciplinary rather than the Hberal Sj*** 
clement in Plato's theories that survived during the Middle Ages. ' v- 
In one other respect Plato infiuenced the education of the follow- 
■ ii^ centuries. 
i By making it apparent that there might be a life of high aspira- '' 
tion and endeavor separable from and higher than citizenship, -■ 
\the way was prepared for the establishment of the Christian • 
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' Influence Church. Evcn in 'ihe Kcpuhlic the philosophers were, so to 
\ thJ^^^n speak, outside the ranks of citizenship and exercised their con- 
[ the spread trol from without by despotic authority. In reahty the philoso- 
• ^ Christian- pj^^j^ ^f ^^ Platonic group had little or no interest in public 
afFairs. With the organization of these and similar groups 
of philosophers into schools, an institution extra-state, even 
extra-social, was formed. Membership in these schools came 
to be looked upon not only as permissible, but in the highest 
degree worthy. When the Christian religion was intro- 
duced, it was generally considered merely another one of these 
schools, holding peculiar doctrines, following ideals of con- 
duct sharply differentiated from ordinary social customs, and 
considering the type of life represented by it as greatly superior 
to the life of the ordinary citizen. So it found the way well 
prepared, both in theory and in actual practice, by Plato and 
his followers. 
Aristotle the Aristotlc (384-322 B.C.) was the One of these Greek educational 
twToTi^ theorists that\had the greatest influence upon subsequent times/ 
denteduca- In his breadth of interests and activities he approximated mod- 
*°" . v^,. V em times, and by common consent bears the reputation of the best 

I educated man of any age.;^ 

Aimofedu- FoTimUation of the ^ucational Ideal. — To Socrates and 

kM^edge Pl^to the bond which was to imite individual interest and social 

functioning welfare and thus to serve as the aim of educAtlon^ was knowledpre j 

orm good- ^^ Aristotle fV^ig g^|Tr> xiryi Jiyf ^i^t'ycc nr gnn(jf^i^^ To the former, 

the possession of knowledge by the individual constituted 

virtue; to the latter, virtue lay in the attainment of happiness 

or goodness. 

Virtue, then, consisted not in knowledge — that is, wise in- 
sight — but in a state of the will. A state of the will is not so 
much a condition as it is a process; hence goodness, the highe^^ 
end attainable by man, is not a condition but an activity. 

Reality to Plato consisted of ideas, — of pure thought. The 
highest^possible attainment of an individual, then, was knowlJ 
edge. Reality with Aristotle consisted in the accomplishmeni 
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of its end by any given object, entity or fact, — in the perform-' Reaii^ 
aoce of its appropriate or highest function. Hence reality is !^J 
ictivity, or performance of function, or a "becoming," whether tjonini 
il be a phenomenon of nature (physical) or of man (social). 

The £(W for man is the functioning of the highest part of Coodn 
man's nature, that is, his reason. The reason functions when it "^! 
mntrols coDdu(;t . Consequently there are two kinds of good- chuac 
ness, "goodness of intellect" and "goodness of character." 
The first of these is produced and increased by teaching and is Thtae 
the product of experience and time. Goodness of character is ^^'^ 
tlie outcome of habit. As nature does not give to some or demem 
withhold from some goodness of character, eyerynianis capable, "" 
of attaining or receiving this goodness by formation of rT yl)t 
l&abits. Goodness as a whole consists, then, in well-being and 
^ifSTSoing. Well-being is the goodness of the intellect, amnected 
closely with possession of the universal truth of the Platonic 
Sichool and providing for the development and the welfare of the 
individual. Well-doing is the goodness of action, acquired 
^Iirough habituation, and represents the social aspect of the ideaL 
^^irtue does not consist in mere knowledge of the good, but in 
tie f^ictioning of this knowledge, — of ideas or principles. In 
this respect Aristotle, while a foreigner to Athens, represents 
:cnore truly than Plato the conamon attitude of the Greeks pre-: 
■viously mentioned, in considering goodness as some form of' 
ef&ciencyor excellency, as some superiority in conduct rather than 
in a state of mind. 

Happiness is the result of such activity, of such functioning of Happii 
ideas, in actual life. Consequently man's highest excellence, his ?"^ 
goodness, is again found to be the putting into operation, in his mou 
life with his fellows, of these ideas or principles of conduct of 
universal validity. Thus Aristotle gives the most perfectsolui 
tion of the pro blem of life and the probl e m of th e aim of educa-j 
tion tHaf'was^accomplished by the Greeks. ' 

The Method 0} Education. — In brief, the method of Aris- 
. totie is objective and scientific, as opposed to the philosophical : 
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or introspective method of Plato. Plato seeks truth through the 
direct vision of reason and seeks the confirmation of reason only 
in the consciousness of man. Aristotle seeks truth in the objec- 
[ tive facts of nature and of social life as well as in the soul of man, 
and seeks confirmation primarily in the historic consciousness of 
the race. 

To Aristotle the dialectic method of , Plato, which sought 

truth in the supersensuous region of mind, produced truth 

of only formal value; he, on the contrary, sought for truth 

in the experience of the race, and developed as his method the 

JTyrlnrtnT . process. This he applied both objectively and sub- 

jectively. The Socratic dialectic had been applied only to the 

thought world. Aristotle first found the meaning of his terms 

and of his facts in the general consciousness of mankind. Then 

I he sought for confirmation by the introspective process. The 

\ inductive and deductive processes of reason had been distin- 

\ guished previously and, of course, as modes of thought, had been 

\ coextensive in their history with the history of the human race. 

But with Aristotle they became conscious procedures. He it 

' was that first formulated the logic of each. 

Not only more widely than any man previous to his times, 
but also more widely than any man in subsequent ages, Aristotle 
used this inductive process. Since in the formulation of his 
philosophical system he applied it to all previous systems of 
Greek thought, he represents the culmination of the Greek intet- 
lectual life ; and, on the other hand, since he applied it exten- 
sively to wholly new fields of investigation, he became the father 
of modem science. 

'\_ The Organization of Education, approved by Aristotle, is 
given in The Politics. Here, as with Plato, the s)rstem of edu- 
cation f orn:is a component part of the system of the state. Not 
for more than two thousand years after this period is education 
again considered as a function of the state and treated as a part 
of politics. 
The scheme approved by Aristotle is composed of elements 
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dnwn chiefly fnnn Athenian education and is similar in many 
respects to that erf Plato. The child until six years of age ' - ■- 
should be trained by the parent. Beyond this period it should 
be controlled by the government, but at the same time the parent 
is also responsible for the moral education. , 

Qymnastic training should aim to develop good habits and ' 
control of the passions and appetites; it should not aim at mere > 
superiority in athletics nor at the development of the roughness 
and ferocity of soldiers. The traditional subjects of music and 
literature are accepted as the appropriate means for moral and 
the earlier stage of intellectual education. 

All citizens are to share in this education alike, though slaves 
and artisans cannot attain to citizenship and hence not to the 
good life, since "it is not possible to care for the things of virtuei 
-while living the life of the artisan or the slave." I 

The details of the higher education, that of the rational part ' Tk* Pat 
erf the soul, — the one phase of education which was an end in ^^' '' 
itself and constituted the good for all the rest, — are not given. 
The treatise ends here abruptly, and that subject upon which 
Aristotle, above all others, could have thrown light, is left with 
mention only. From his other discussions, however, we know 
that this higher education would contain a large element of', w^at 
jnathematicSj — especially of geometry, because of its training "^^^ 
in deductive reasoning, — and also of the two mathematical 
sciences, physics and astronomy. From Aristotle's own exam- 
ple we may presume that it would include the biological sciences/ 
and, above all, dialectic, including both the philosophical and 
the logical studies so thoroughly developed in his own school. 

Following this theoretical or intellectual education, or ratherl Thecdu 
along with it, comes the practical education in citizenship.! ^^"^ 
This includes two types of activities, the practical or executive ofOead 
and the theoretical or legislative and judicial. The citizen 
develops from the former into the latter and comes to devote 
more and more of life to purely intellectual pursuits. Finally 
those best acquainted with divine things enter the priesthood. 
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Thus^ ^a^ufiiUy the practical Ufe passes into the " speculative, *• 
and the lesseb^oods are developed into the highest good of all^ 
. — the life good in itself. 
Arfetodc thei Practical Influence of Aristotle. — It was no figure of speech 
^^^ that Dante used when he termed Aristotle "the master of those 
who know." The Ethics, the science of "well-being," and 77^5 
Politics, the science of "well-doing," have exerted a profound 
influence upon the intellectual life of man at all subsequent 
periods. Aristotle was the first great scientist — the greatest 
s)rstematizer, in fact, that the wond has ever known. The basis 
I for scientific thought in any line of intellectual activity was first 
Formulation V consciously formulated by Aristotle in his Organon, a series of 
^JJ^^ treatises on logic. So fimdamental was Aristotle's Influence in 
terminology these respects that the scientific thinker as well as the person in 
everyday life is indebted to him for many of the most expressive 
terms in language. Such words as "end," indicatingthe final pur- 
pose or cause, the term " final cause" to indicate end in this sense, 
the word " form," the word " matter " and the term " subject-mat- 
ter" as we use it in education (from the term indicatingthe timber 
which the carpenter uses), such words as "principle," "maxim,*^ 
"motive," "faculty," "energy," "habit," "category," "mean'*' 
and "extreme" are all the results of his efforts to systema- 
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of the natural ^^^ ^^^ application of thought to new phases of reality, almost 



wholly neglected before his times, Aristotle became the origina 
tor of many modem sciences. Among those upon which h^ 
wrote treatises are physiology, mechanics, natural philosophy, or 
physics in its broader principles, and the corresponding biologic 
science, haiural history. 
Influence on Universally recognized as the greatest of the ancients, AristpUe 
the Middle ^as Supreme down to the time of the fifteenth-century Renais- 
subscqucnt sancc. Through scholasticism (Chapter IV, Sec. 4) his work 
^*™** became the basis of aU studies and of all educational institutlQQS 

during the Middle Ages. In fact, it might be said that during 
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those ages all secular writings, save a few by this one man and a! 
few others that were based directly upon his, dropped out of 
human intereste. 

His immediate influence in Greece was not so fundamental. 
His school of adherents, the Peripatetics, did not rise to his \ 
standard, made little or no use of induction, and spent their time 
in writing commentaries or fruitless interpretations and adapta- 
tions, mostly upon isolated topics. The writings of the mastert 
were carried to Asia Minor (287 B.C.) where for nearly two hun4 
died years they were lost. When finally recovered, they founds 
their way to the Alexandrian library and later to Rome.] 
Through translations into Arabic the knowledge of Aristotle'\ 
was kept alive among the Saracens.. This study first centered al/ 
Bagdad, but later flourished throughout their empire, and was 
carried into Spain. During the early university period thiJ 
Saracen learning brought about a revival of the interest oi| 
European peoples in the master and purified their knowledge^ 
foi his works. ' 

^■^ — THE COSHOPOLITAN PERIOD OF GREEK EDUCATION. 



^bout one hundred years. By the middle of the third century b.c., bighe* 
tJie individualistic tendencies had triumphed and the character- ^ 
falics of the new education had become fixed. The intellectual' m 
life wax held in high esteem; but it was a life of intellectual re-, 
tirement. The relation of education to society and the obligations \ v 
of the educated man to his fellows were now forgotten. If this I 
^ras true of the more intelligent and moral classes, it could not 
be expected to be otherwise with those engaged in the practical 
,life. For the latter, education had come to be an intellectual < 
' training to enable one to make the best use of his personal oppor- 
' tunities, 

Two general educational features characterize this age, ex- 
tending as it does to the period of the dominance of the Christian 
Qiurcii. The first of these characteristics is the: — 

of Gnek Culture. — During this period Greek 
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AlexuKirine culture spread throughout the known world. Through the 
'^^Q^f^ military and administrative genius of Alexander the Great the 
cnituie preliminaiy conquest was made; through learning, art|and in- 

stitutions the Greek conquest was made permanent. ' Within 
a century after Alexander's death (323 B.c.) the habits and cus- 
toms of all the East were colored by those of the Greeks.'; 

Greek schools, Greek theaters, Greek baths, Greek institutions 

of every type, were to be found in every city in the East. At the 

time of the Mohammedan conquest, after almost a thousand 

years of vicissitudes, the city foimded to bear the name of the 

conqueror possessed 400 theaters, 4000 palaces, 4000 baths, and 

a library of 700,000 volumes. 

A mrid cui- Through the work of the Greeks during this period learning 

^^^^ became, as it is now, universal; it was the possession of no pecui- 

cuitun iar people, and became independent of time and place. 

As culture became universal and education individual in its 
nature, new types of educational institutions came into existence. 
The Mcond The Hhetorical Schools constituted one of these types. The 
ci^u^Ick- wandering sophists (pp. 55-7), opposed so bitterly by Socrates 
ture: M« and Plato, Nourished for only about a century. By the latter pari 
2^J^ of the fourth century B.C., their work had differentiate^ and re- 

sulted in tlie formation of two distinct types of school^'the rhe- 
torical and the philosophical. The work of the sophists and the 
The rbetori- philosophers had given scientific shape to the study of grammar, 
ciitcboob rhetoric and logic. In a brief time this work was formulated 
pncticai into a regular couTse of study with appropriate methods. Numer- 
^^^^ ous rhetorical schools resulted. By preparing for the practical 
cuituie activities of life, through traming in oratory and in the ne\i 

, knowledge of the times, these schoob appealed very efifectivelj 
I to a large portion of the intellectual class and soon becamt 
numerous and influential. 
Iwotba As Socrates formed the transition from the early sophists tc 

^,„^^(i^ the philosophical schools, so Isocrates (393-338 B-C.) represented 
a similar transition to the rhetorical schools. There were 
many similar schools before his time. But with him the transi- 



The Greeks. The Liberal Education 75 

tion from the teaching methods of the sophists to a distinct type 
of institutional work holding definite aims was complete. The 
school of Isocrates did much toward making Athens the center 
of the intellectual culture of the world; for schools like his 'con- 
tinued to offer for many centuries the highest practical training 
not only to the Greek, but to the Oriental and to the Roman. 
While diese schools were all private, they formed a component 
part of the higher educational system. 

Dialectic and Philosophical SchooU differed from the rhetori- f 
cal schools in that they afforded a training in ar g umentative ^ 
power. Their interest wa? in speculative questions of meta- " 
physical or ethical import.' These questions were usually 
debated in private. Consequently such schools had little direct! 
bearing upon public welfare; certainly they afforded no train- j 
ing for the practical activities of the day. Plato, Aristotle ancl' 
other philosophers gathered around themselves groups of stu-| 
dents that were soon organized into schools. Such groups were 
taught first in the public gymnasia and later in private grounds 
attached to these gymnasia. Plat o taught in the Aca demy. 
Aristo tlfijn thft l .yr^iim Zeno tau^iynjhej)ublic porch (stoa) 
of & temple and founded the scHool of the Stoics ; Epicurus 
taught in his own priv ate garde ns and founded the school 
of the Epicurggj^s. Many minor schools also grew up. Each 
of these schools of thought, minor as well as major, not only 
embodied an intellectual training, but developed into a sort 
of religious cult. Such groups of philosophical teachers and 
students formed, as it were, secret religious societies which 
aimed to control the conduct as well as to determine the in- 
tellectual life of adherents. Allegiance to these was substi4 
tuted for allegiance to the state, and thus these schools 
assisted in furthering the individualistic tendency at the ex4 
pense of the state. 

The character of the work of these schools became very differ- 
ent from that in the time of their founders. From the very first 
' See Plato's Dialogues for types- 
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I 

[ Their work the scholajTchs — Of heads of these schools — attempted to set 

SS'S'cx. forth the ideas of the respective founders. There was little 
I position attempt to apply the ideas of the great teachers in investigation, 
i ment^ no research or even in discussion of new topics. Their work came 
I longer that of to be more and more largely that of appreciation and conmient. 
^lmd^^*°^ Platonism, Stoicism and Epicureanism adapted themsglggs to 
lativc inquiry phases of Roman ideals of Uf e. But not only did theLyceum f ail 
to develop new doctrine; it did not succeed in keeping alive the 
old. For the most part the work of these schools, though di- 
rected tow'ard a different object, became as formal and artificial 
as the work of the sophists. I n all there grew up a reverencejor 
the written word that had great influence, literary and religious 
as well as educational. Educationally this formalism was a 
distinct decline. 

/ The Universities of the Grecian world were the out- 
Z' growths of these philosophical and rhetorical schools. While 
there were several such groups of schools, two alone are worthy 
of special mention and have been given the title of university. 
University of Tht University of Athens resi^tec^Jrom the combination of 
suits from three of these schools, the Academy, the Peripatetic scJ^ooL— - 
thecombi- as that founded by Aristotle was called, — and the Stoiif. Be- 
cphebic state cause of the depredations of war all had been compelled to 
training and move into the city. By a combination of the state education 
sopWcaT of ^^^ ephebes (p. 42), — which was now reduced to one year 
«*ools and had become optional, — with the more intellectual work 

of the philosophical schools a permanent institution was 
formed whose head was elected by the Athenian senate. The 
boys were required to attend lectures in the three philosophical 
schools, and teachers of rhetoric and logic were added. Students 
came to the new school from abroad; many of these being ill- 
prepared, this gave opportunity for work to numerous private 
teachers, tutors, and assistants. In time there grew up the 
elaborate structure of a university, as we know it in modem 
times. 
The Roman emperors, Vespasian (69-79 A.D.), who first gave 
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imperial support to the university, Hadrian (i 17-128 a.d.) imperii 
and the Antonines (138-180 A.D.), were specially interested in Sdveni 
making the University of Athens the center of learning for the by the 1 
Empire. While the professional staff was probably but ten or ^^ 
twelve in number, its work was supplemented by that of a large 
number of assistants and instructors, paid from the fees of the 
students, and by that of a large number of pedagogues who at- 
tended the younger and wealthier students. 

Student life was now prolonged to a period from three or four 
to even seven years in length. The ephebic organization de- 
generated into one resembling student clubs or secret societies. 
,As the center of classical learning and hence of pagan influlj 
ence, the university aroused the opposition of the early Christia 
emperors and was suppressed by Justinian in 539 A.D. 

The University 0} Alexandria, during the earher Christian Uaiveni 
centuries, supplanted Athens as the intellectual center of the ^^ 
world. Under the inSuence of the Ptolemies (323-30 B.C.), bythc 
the purpose of their master Alexander to make this new city the "'*"''' 
center of Greek influence, of power, and of learning in the East 
was carried out. They founded and supported a museum ittgnat 
and library where men of letters and of science resided at royal ^"^ 
expense. A most extensive collection of Greek, Jewish, Egyp- 
tian, and Oriental manuscripts was secured for this remarkable 
library. 

Not only did Alexandria possess the manuscripts of Arisr AMronoi 
lotle, but here alone, of all these institutions of higher leamingl^^ m^ 
was the Aristotelian method of investigation employed. To bq matkaii 
sure, this was during only one or two brief periods and then, for 
the most part, only in the subjects of astronomy and geography. 
Here was formulated the Ptolemaic theory of the universe, which, 
though wrong in its fundamental conceptions, was so nearly right 
in its methods that it serv'ed with remarkable accuracy as a basis 
for determining the motion of the heavenly bodies and the pre- 
diction of astronomic events. Here, too, Archimedes of Syra- 
cuse carried on most of his labors and made many of his 



7^> Brief Course in the History of Edueatio7i 

discoveries in physics. Here Euclid perfected that branch of 

mathematics which bears his name. But for the most part, it 

imust be admitted that the work at Alexandria, like that in 

' the Grecian philosophical schools, consisted in little else than 

dreary conmient and exposition of what the master or, more 

often yet, the corrupted manuscript version of the master said. 

iflucncc on '/ Here the early Christian Fathers were educated, and from the 

iSchurch /north African intellectual centers proceeded that formulation of 

I Christian doctrine that is yet accepted as orthodox. 

With the fall of Alexandria into Mahometan power (640 A.D.), 
all this intellectual activity ceased. Some interest, however, 
/ was transferred to the Arabs, to be revived later in Saracen science 
1 and philosophy at Bagdad and Cordova. The library was de- 
stroyed by the first caliph, furnishing, it is said, fuel sufl&cient 
for four thousand public baths for a period of six months, 
reck co*-^ ^ / FUSION WITH ROMAN EDUCATION. — After the Roman 
1^2^ ^iConquest (146 b.c.) Greek culture in general was rapidly ap- 
Bcomcsthe propriated by the Roman conquerors, and the education of the 
Oman edu- cosmopolitan period extended its boundaries without changing 
^<» its character. In its later phase, when "captive Greece took 

captive her rude conqueror," Roman education is but one aspect 
' of the cosmopolitan education of Greece. 

SUMMARY 

The Greeks first worked out the various aspects of personality and strove 
in their education to produce the development of these in the individual 
through education. The full attainment of this purpose was secured through 
a long historical evolution. During the Homeric period Greek ideals were 
concentrated into the types of the warrior and the councilor, in whom the 
social aspect of the educational ideal was emphasized. The Spartans con- 
tinued this extreme emphasis on the social aspect of education and elabo- 
rated^ scheme in which the entire society was organized for educaticmal 
ends. I In Athens the individual was given more emphasis; the state de- 
termined the standards, but the family provided the education. Schools 
of two type^ one for music and literature, the other for gymnastics, were 
established.! After Ionian Greece was brought into dose contact with 
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other peoples, the old conservative educational ideals and practices were 

replaced by those which gave greater scope to the individual. The sophists 
were instrumental in introducing the new educational practices. The Greek 
philosophers, especially Socrates, Plato and Aristode, attempted to har- 
monize this conflict between the old institutional education and the new 
individualistic one. The result was a statement of the problem of educadon 
in terms of the present time. While their discussion of educational aims, 
methods and subject-matter has had profouad influence from that time to 
the present, the suggestions of the Greek theorists as to educational organi- 
zation had litde immediate effect. The individualistic tendency continued 
until checked on the political side by the Roman Empire and on the moral 
side by Christianity. But before this time the Greek education and culture 
had become cosmopolitan in character. 
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CHAPTER IV 

THE ROUANS. EDUCATION AS TRAINING FOK PRACTICAL LIFE 



GENERAL CHARACTER OF ROUAN EDUCAHOH. — 

Dominant Institutions and the Genius of the People. — The Thetvai 
genius of the Romans was a wholly practical one. The great ^'^f^, 
merit of the Romans was that they accomplished concrete manacw 
results by adapting means to ends. The Roman was not one ^1^;^^,] 
who found satisfaction in the attainment for its own sake to a chincte 
subjective state, — a state of happiness, a life of contemplation, q,^^, 
of Esthetic enjoyment, of intellectual activity. More char- 
acteristic of his genius was the striving for some external object; 
the accomplishment of some concrete purpose lying outside' 
of his own thought life. He strove for some form of excellence 
or achievement of material value to his fellows, and similarly 
striven for by them. 

The Greeks defined those things that have been deemed by 
all ages the most worthy objects of the present life. Among 
these are esthetic enjoyment, intellectual power, moral per- 
sonality, political freedom, and that social excellence, called 
culture. The work of the Romans was the practical one of 
furnishing the means, the institutions, for realizing these ideals. 
. Hence they have ever been looked upon as a utilitarian people. 

Roman Standard of Judgment. — Contrasted with the Greek Cwfulm 
tendency to measure all things by the standard of reasonable- ""^^ 
ness, or harmony, or proportion, we have the Roman tendency Rom»n 
to judge ever by the usefulness or the effectiveness of a thing. "^"'•™ 
For this reason the Romans tended to look upon the Greeks as 
a visionary, unpractical people, while the Greeks considered 
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the Romans somewhat as sordid barbarians, with force of char- 

acter and military strength, but with no appreciation of the 

higher aspects of life. 

lansfor- Contributions of Rome to Civilization, — The permanent 

^^^^ contributions of the Romans to civilization were, then, of two 

, institu- ' ' 

1, and great types, (i) Through their development and organization! 
tical vir- ^^ ^^^ ^^^^ fumished that institutional organization of life! 
that serves to a large extent as the basis of modem social life.! 
(2) Through their influence on the practical virtues, chiefly! 
bymeans of the law and the state, but also later by the adapta- 1 
tion of the Stoic philosophy and the propagation of the Christian J 
religion, they contributed to the exaltation of the moral cony 
cegtion of life. Thus it follows that they have exerted much 
less of permanent influence on education, in the narrower 
nse, than have the Greeks. No science, no speculative phi- 
losophy, no contribution to the abstract intellectual or aesthetic 
elements in education followed from their conception of life 
jj and of religion. Their whole influence was the practical one of » 
I adaptation and organization. 

Roman Ideal of Education shown in their Conception of 

Rights and Duties. — The rights of the Roman citizen were five 

in number and all clearly defined by law. These were : the right 

/ of the father over his children (pairia fjoiesfas); the right of the 

^. husband over his wife ( manui} ; the right of the master over 

3, his slaves (potesta^^^emimm); the right of one freeman over 

another which the law gave him through contract or through 

^r forfeiture (mmrn^'^dWpfre); and the right over property (do- 

5^ minium). The freeman received these rights by birth; but after 

the earlier centuries they could also be acquired either by 

\ naturalization or adoption or by enfranchisement. The duties 

of a Roman citizen corresponded to and grew out of his rights. 

duties Now all of the duties of the father and of the citizen neces- 

J^^* sitated a definite training through the years of boyhood in 

order that the appropriate abilities or virtues might be developed. 

; Only to a slight extent was this training fumished by the school 
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even in the later periods. Yet a definite education of positive I / 
character and great value was furnished by the home. ' 

Elements in this Educational Ideal. — In the peiformance of 
these duties certain definite virtues or moral characteristics 
were demanded. These were all of an extremely practical char- 
acter and were formulated from an actual living type. Man- 
hood, as exemplified in living men, in, well-known historic^ 
personages, or in mythical heroes, furnished the standards 
jvhich the youth was expected to approximate. 

Foremost of these virtues was that of piety or obedience, vbtue* 
Piety comprised both the religious idea of reverence and thd P'*''- " 
.notion of filial regard for parental control. Together withl dcm' 
modesty it /approximated the Greek idea of reverence, thej 
balance or harmony of conduct. . Manliness, or firmness, or j/ 
what we term ctujacter (conslantia) was a virtue valued byl 
the Romans and exemplified in their lives more than by any 
other ancient people. 

As a result of this, the other virtue of bravery or courage had. Couraff 
much more of the idea of fortitude than did the correspond- 1"™"^ 
ing Greek ideal. Since " Rome must never conclude a peace bonetty 
save as victor;" so no Roman must ever voluntarily quit a *■"«••' 
strife before having vanquished. Here was none of the fear 
of excess that characterized the Gre^k. To these virtues were 
added two more homely ones, characteristic of a practical people 
only and growing out of a life of industrial activity, where 
actual participation in the toil of life was considered a duty , 
and not a disgrace. These were prudence, especially in the'^utj'ih 
management of one's business affairs, and honesty or fair; '^?*"^ 
dealing in all economic relations. Earnestness (gravilas)\' 
sobriety in conduct, or dignity of bearing was substituted for tha __ 
Greek idea of gracefuhicss. Viewed from the standpoint of theb 
individual, all these virtues were summed up in the ideal of 
di^ty; from the standpoint of the state, in the ideal of justice. . 
Though at the beginning the Greek ideal of virtue was largely 
that of devotion to the state, the ideal of physical bravery soon 
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ceased to be its chief element; their moral ideal was ever for- 
mulated in some form of virtue in terms of [>ersonal sa.tisfaction. 
In time their ideal came to be formulated in terms of hap- 
piness or in terms of intellectual activity. The Roman ideal, 
on the other hand, ever continued to keep as its fbasal element 
V the idea of bravery or of virtue in the sense of devotion to the 
f/\ I state. Virtue, then, in terms of duty, as stated in orinciples 
or in law, remained the Roman conception of life. I Life in 
terms of personal virtue is the idealistic formulation of life; 
life in terms of duty is the moral conception of life as formulated 
by the practical man.} 
home The Practical Education. — The Home as the Center oj Edu~ 

fment cation. — In a conception of education that has to do for the 
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most part with the formation of moral character, schools can 
hold but a minor place as an educational means. And so it 
was at Rome. Their place was taken by other institutions, 
' chiefly the home. The power of the father exalted his functions 
and made the family the social unit, even in many legal respects. 
The moral importance of the hpme, as well as its legal and social 
importance, was emphasized.! The father was responsible for 
the moral and physical training of the boy. The mother held 
a position far superior to the place of women in Greece. Within 
the home she was dignified with a position of independence 
and responsibility. She was more the companion of her husband 
socially and mo* his partner in his management of the home 
than in GreeceJ She herself reared and cared for her own 
children, instead of turning them over to a nurse. The boy. 
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when somewhat grown up, became the companion of his father 
instead of being turned over to a slave or pedagogue, as with the 
Greeks. \ 

Biography as a Means. — The influence of the home was sup- The u* 
plemented by that of concrete types of Roman manhood. No '^^^ 
other people have so effectively used the personages of importance in e«tly 
in their own history in forming the character of the youth ^^^^ 
of each generation. Their earliest literature consisted of the hymns 
legends and heroic tales of the early Romans. Their songs were **"'" 
but the glorification of these same deeds. Something similar 
to this occurred in Greece in the earlier period. The Grecian) 
heroes, however, were demigods or were constantly protected 
by the interposition of the gods, and hence were beyond imi- 
tation by the wiser men of later generations. The Romaiif 
heroes, on the other hand, possessed virtues and performeq 
deeds such as could be imitated by every Roman boy. 

Imitation as the Method. — From what has been said it| otwRo 
follows that the most important characteristic of the method! f^i*" 
of Roman education was jmitatipri. While the Greeks empha-J tanceoi 
sized the assimilative character of the soul and hence sought ^^ 
educational results by creating an environment of cultural value the Gn 
through public works of art, religious ceremonials, dramatic °ra*cir 
presentations, and a free and open life in public places, the ment 
Romans emphasized the imitative character of the soul and 
hence sought educational results by placing before the youth a 
concrete character to be followed. Though the pedagogue and 
the inspirer performed a somewhat similar service with the 
Greeks, yet the function of these was rather to control and 
direct; this was true at least of the pedagogue, who, because a 
slave, was not to be imitated. The Roman youth was to be- 
come pious, grave, reverential, courageous, manly, prudent, 
honest, by the direct imitation of his father and of old Romans ' 
of so heroic a character as to be embodied in their legends and 
histories, yet withal men who had actually walked the streets 
and had gathered in the Forum. 



more 
rtant v 
instnic- 



86 Brief Course in the History of Education 

ling, or In one other important respect does the method of Roman 
™"fif -education differ from that of the Greeks. With both peoples 
education was primarily a process of doing as opposed to one 
of instruction. Certain activities were undertaken to form cer- 
tain approved habits. Subsequent to this earlier phase of their 
>f [educational development, the Greeks added a process pLjn- 
v/struction to make such habits rational; this the Romans never 
/developed as a component part of their education. Though 
in later periods they adopted the Greek school, it was not a 
native process; it neither formed an essential part of their con- 
ception of education nor became of general use and significance 
imtil well on in the imperial period, 
ictivi. *)u) Then, too, there was a radical difference between the " doing " 
^^ .process of the Greeks and that of the Romans. The Romans 
1 direct /rejected as marks of effeminacy, gymnastic training, dancing, 
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Qgfor v.^usic, literature: in brief, all such educational means as the 
:tivitie8 Greeks employed. Through games, it is true, the Roman boy 
* gained in physical development to a certain extent; but not 
through any organized and systematized use of them. There 
were no gymnasia. Physical development was secured on 
the martial fields and in the camp, and through actual exercise 
with weapons, supplemented by the actual training of real life 
I on the farm. In every respect the training of boys was either 
' through an apprenticeship to the soldier, the farmer, the states- 
j man, or by actual participation in those activities that were 
1 later required of them as citizens. Thus in method we see 
^he characteristic of the practical education, — the doing of 
ithe actual thing to be done. They had no appreciation whatever 
of training and instruction in certain selected activities that 
possess cultural value because they plant in the very nature of 
the child germs of a much fuller development in manhood. 

PERIODS OF ROMAN EDUCATION. — Roman education 
falls into two great time-divisions: one in which its ideals and 
practices were purely Roman, the other in which Greek in- 
fluence was prominent and education became of a composite 
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or cosmopolitan character. Owing to the much more stable 
character of the Romans, this change was more gradual than 
the corresponding one in Greece and effected the masses of the 
people much less radically. 

The dominance of Greek educational practices and insti- The fa 
tutions did not become complete until near the fall of the ^^ 
Republic (31 B.C.). In 55 B.C. Cicero (106-43 ^-^O published catiom 
his work On Oratory^ which was the first Roman exposition "^^" 
of the Greek educational ideal. As Cicero was the first Roman formcc 
to rise to power through oratory, that is by means of the Greek ^^^lil 
education, this date may well be taken as the dividing point be- Romai 
tween the two eras. Each of these general divisions falls into ^^^^ 
two sub-periods. 

PERIOD OF EARLY ROMAN EDUCATION (753 to about Early 
250 B.C.). — During thisperiod the features previously given con- ^^^ 
cerning Roman education dominated completely. The rearing\ moral 
of the child was in the hands of the mother, the training of the\ *® 
boy in the hands of the father. The home was practically i 
the only school, though the boy early became the companion I. ^. j 
of his father in business, public and private, on the street, in i . 
the forum, and in the camp. Education was largely moral] j 
discipline was severe; ideals were rigorous. The slight literary : 
element entering into their education was that connected with ) 
the religious and choral service, and with the Laws of the Twelve j 
Tables. These fundamental laws of the republic, adopted j^pQ^ 
451 and 450 B.C., remained the basis of Roman society for of the: 
almost a thousand years. In the function they performed, these twcIv* 
laws resembled those of Lycurgus ; though they dealt not with ' Tables 
education, but with the power of the father, property rights, 
religious services, political and military obligations, and similar 
subjects. In the broadest sense, they constituted the frame- Consti; 
work of Roman society and hence embodied the ideals of life ]^^^ 
that gave to education its concrete ends. The relation of the trainin 
laws to education in the narrower sense consisted, first, in the f p^**^ 

. • ' ' kind 

defimte embodiment of the power of the father over the child 
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and his duty concerning his training; second, in the custom 
followed for many generations of requiring every boy to learn 
the tables as they were posted in the Forum and to become 
perfectly familiar with their meaning. This in itself offered no 
insignificant intellectual training. Its practical character, 
however, made such training very different from that which the 
Gr^ek boy acquired from a similar familiarity with Homer, 
ichooi / Buring the latter part of this period, elementary schools fur- 
°| ^ f nished the rudiments of the arts of reading, writing, and arith- 
ver- metic. Such elementary schools were known as ludi (Indus, 
' — play, sport, or a turning aside),^ a name which indicates 
that their function was only supplementary and that they were 
not essential to the real education of the Roman youth. These 
\ schools were of a purely private character, and were held in 
some home or in an unfrequented nook or porch of a temple or 
other public building. Even in the matter of training in the 
arts of reading and calculating, these schools evidently rep- 
resented a "diversion" from the ordinary custom of training 
in the home, 
ualin- PERIOD OF INTRODUCTION OR.JSREEK SCHOOLS.— 
aion rpj^^ ^jj^^ jj.^^ ^j^^ middle of the third century to the middle of 

ithe first century constituted a period of transition, during which 
Greek customs and ideas were introduced. This period coin- 
the cided substantially with the period of national expansion through- 
ision ^^t ^^^ peninsula of Italy. Previous to this time Rome was 
»me only a local community; after this period Rome became an 
empire which had, necessarily, to acquire a cosmopolitan culture. 
By the time of the opening of this transitional period, the ele- 
mentary schools (schools of the literators, they were also called) 
iiement- were quite numerous and they soon came to be known as schools 
^-^ of the grammatists as well. This of itself indicates that a tran- 
prod- sition was going on. About the opening of this period Livius 
Andronicus (284-204 B.C.) translated the Odyssey into Latin. 

* A somewhat similar idea is contained in the Greek word tor school, — 
scholia Jcisure. 
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rhe book was soon introduced into these schools, giving them 
a more literary content than they had hitherto possessed. The 
translation of other Greek works followed rapdily; and Latin introdo 
literature took its rise at the same time. /This growth of literary ^^^ 
material soon produced a radical advance in education, namely, element 
the introduction of the Greek grammar school, distinct from ** 
the ludus in form and superior to it./ The exact time of intro- 
duction is difficult to determine, Tne Greek Andronlcus, pre- The Gr 
\icusly mentioned, was (in 272 B,c.) brought as a slave to Rome ij*"^* 
from his home in southern Italy, and after securing his freedom schooli 
is said to have become a teacher of the Greek and Latin lan- 
guages. Other teachers, of Greek origin, followed; though it is 
probable that these early teachers did little more than give some 
slight knowledge of the language and literature, chiefly in trans- 
lation, to a chosen few. Certain it is that by the time of the The Gr 
decree of expulsion of philosophers and rhetoricians issued by ^„^^ 
the Senate in i6r b.c. a higher type of Greek teachers had 
appeared. Thus the Greek grammatical and rhetorical schoob 
were both established. 

The subsequent introduction of the Latin rhetorical school not L»tin g 
only supplemented the work of the Greek rhetorical schools, J^"^ 
but gave a much wider scope to this formal or rhetorical schools 
education, since it affected a much larger portion of the popu- 
lation. In 92 B.C. the censors issued the following decree: — Decree 

the Sen. 

" It is reported to us that certain persons have instituted a new kind of 9> b.c. 
discipline; that our youth resort to their schools; that ihey have assumed f"^"" 
the title of Latin Rhetoricians; and that young men waste their time there gfammi 
fo7 whole days together. Our ancestors have ordained what instruction it 
is fitting their children should receive, and what schools they should attend. 
These novelties, contrary to the customs and instructions of our ancestors, 
we neither approve, nor do they appear to us good. Wherefore it appears to 
be our duty that we should notify our judgment both to those who keep 
such schoob, and those who are in the practice of frequenting them, that 
thef meet our disapprobation." 

That the reception given to these schools had not been a 
hearty one and that their influence was not general until the 
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»rt imperial period, is evidenced by the fact that the instances oi 
Ss^not ^^ ^^^ notable men who underwent a rhetorical training and 
rai profited practically by it, such as Cicero, Pompey, Caesar, Mark 
*^ Antony, and even Augustus, are cited by Suetonius as unusual. 

He states that by slow degrees, rhetoric made itself manifest 
as a useful and honorable study, and that many persons de- 
voted themselves to it, both as a means of defense of personal 
rights and as a means of acquiring reputation. The custom 
of sending the youth to Greece to receive this rhetorical training, 
as in the case of Cicero, became established during this period, 
general THIRD OR IMPERIAL PERIOD. THE HELLENIZED 
rf^^k ROMAN EDUCATION. — During this period, including about 
ung and a half century B.C. and two centuries a.d., the Romans attempted 
***^" to introduce the new wine of Greek culture and intellectual 
activity and individualism into the old bottles of Roman in- 
stitutional life. Never before, perhaps never at any time, has 
one people attempted to appropriate so thoroughly the intel- 
lectual life of another. The native vigor of the Roman char- 
acter made it possible to do this without a complete surrender 
of their own characteristics, and consequently rendered some 
modification of the Greek intellectual and educational char- 
acteristics necessar)'. The Romans never acquired the intel- 
lectuality, the versatility, or the originality of the Greeks. At 
best, they perfected the form of literature; at worst, their 
education became one of pure form possessing little real value. 
This was true in the later centuries of the empire and is re- 
vealed in their intellectual life and literature. 

The general means by which the Romans appropriated the 

Greek culture was by the adoption of the Greek educational 

institutions. 

k of the The School of the Literator (or Ludimagister). — Even during 

entary ^j^jg period this elementary school never attempted to give more 

iry in than the merest rudiments of the arts of reading, writing, and 

**^''" calculation. Since reading was taken up in the grammatical 

school as a fine art, it is probable that, when the boy had mas 
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tered the art of reading ordinaiy p.'ose, be was immediately 
iraniifcrred to the higher school. By the time of Cicero, the 
Laws of the Twelve Tables disappeared from the elementary 
schools, and their place was taken by portions of the Latinized 
Odyssey or by versified moral maxims. 

This phase of education, being non-Grecian, never received 
any general attention, nor such teachers — often mere slaves 
— any public esteem. 

The School of the Grammaticus now became a definitely Definite 
formulated educational institution with an elaborate method, a ^?^** 
fucd curriculum, and public support. Such schools were of muidu 
two types ; one for the teaching of the Greek language, the other 
for the Latin. Quintilian recommended the learning of the 
Greek language firsts The Latin Grammar Schoob were to be 
found in every city in the empire, and they remained as one of 
the most persistent institutions of the old pagan civilization until 
the overthrow of Roman culture by the barbarians. The master 
was called a literatus or a grammaticus. The major j;art litcntm 
of the work of these schoob was, as the name indicates, ""f*"^" 
the study of grammar. But grammar included more than the dudedu 
term signifierwith us, for it related to the study of both the b™"™" 
linguistic elements and the literary products of the language. 
And literature might be — and certainly was in the conception 
of Quintilian — a broader concept than with us. It included 
the work of the historians and of the scientific writers as well 
as of the poets. 

For the Romans, the world of learning had become iden- otiwr pi 
tical in outline with that of the Greeks. It is. certain that ^^^ 
to some extent mathematics, music, and rudimentary dialectics into the 
were introduced into the grammar schools. In all of the studies ^^J* 
mentioned, the practical character of Roman life was never lost 
sight of j their use never became identical with that in the Greek 
schools. Gymnastics and dancing were never introduced; the 
former was taught only in connection with military training, 
and the latter, if ever, in the home. 



92 Brief Course in the History of Education 

ining in Through the training in declamation the work of the gram^ 
amation matical school merged into that of the ^rhetorical schopL But 
in its main purpose the former was different from the latter* 
in the grammatical school the object was to give a mastery of 
the language, a correctness of expression in reading, in writing, 
and in speaking, and to do this through a familiarity with the 
best Greek and Latin authors. Thus the literary educatior 
developed by the Greeks as the highest form of the liberal edu- 
cation was further developed along the definite line of a practical 
education for the life of affairs. 
>aration The School of the Rhetor was the culmination of this practical 
^^^^ literary education. Similar to the schools of the sophists, or 
'cr and of the later rhetoricians of Greece, these schools furnished a 

i*^ direct preparation for the life of affairs at Rome by a 

thorough training in oratory. Consequently they were patron- 
ized only by those who expected to devote their lives to a pubh'c 
career. During the later imperial period such a life became 
the distinctive characteristic of the members of the senatorial 
class. 

e scope To the Roman, the power of the orator represented the various 
ic funo ways in which an educated man in modem times can make his 
knowledge effective in the service of his fellow-men. It is not 
so much that the Roman conception of education is narrow, 
but rather that the social organization of the times gave but 
few facilities for bringing intellect to bear upon practical affairs. 
The great warriors of the times were also great orators ; indeed,! 
they were often great leaders because they were great orators.} 
The orator was greater than the philosopher, because the orator 
included the philosopher. The functions performed in modem 
society by the pulpit, the press, the rostrum, the bar, the legis- 
lative debate, even by the university, were in those times all 
performed by the orator. Hence at its best the Roman ideal 
was a great one. It is only when we come to consider its 
ordinary realization that it appears formal, artificial, and 
restricted. 
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The rhetorical training of the youth began at about the Attend 
fifteenth year of age, the time the boy laid aside the ioga pratexta ^^ 
• and assumed the dress of manhood. Then, if destined for a of age 
public career, he entered the rhetorical school to supplement 
the thorough linguistic training he had received in the grammar 
schools. The length of time spent on this stage of education 
would depend upon his interests, his abilities, and the schools 
he attended. 

The routine of the school consisted for the most part in jpc- Koutin 
lamation and ^bate. At its best, however, the rhetorical T"''* 
scEobl included much more than this exercise in debate. Ac- 
cording to Quintilian, the grammar school should thoroughly! 
acquaint the boy with all literature; and the rhetorical school,! 
in a similar manner, should give him a knowledge of music,! 
of arithmetic, of geometry, of astronomy, and of philosophy. | 

Quintilian enumerates the qualifications of the orator as follows: j 

a knowledge of things (gained through a mastery of literature); ; 
a good vocabulary and an ability to make careful choice of - -■ 
words; a knowledge of human emotions and the power of arous- 
ing them; a gracefulness and urbanity of manners; a knowl- 
edge of hktory and of law; a good delivery; a good memory. 
Beyond this he holds, also, that no one can L^e a good orator 
unless he is first a good m^. 

Libraries and'Universities. — In a most literal sense the higher ubrwi 
education of Rome was an imitation of Greece. Its earlier '*''"' ! 
libraries were taken as spoils from the Greeks, just as the earliest ihe cn 
of its higher teachers were slaves or refugees from Greece as a 
result of the Roman conquest. In 167 B.C. the conqueror 
Paulus /Emilius brought over the first of these libraries; Sulla 
and later conquerors brought others. Augustus founded two 
public libraries. During the golden age of Latin literature, 
books multiplied, many libraries were founded, and all the The u: 
appurtenances of an age of culture abounded. With the hbrary ^"J 
founded by Vespasian (69-79 a-i^-) i° ^^ Temple of Peace, Vwpwi 
erected after the fire of Nero, the university of Rome had its origin. 
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Under Hadrian (i 17-138 a.d.) and the later emperors interested 
in literature and education, this was developed into a definite 
institution termed the Athenaeum. More attention was given 
vexaity to law and medicine than to philosophy. The liberal arts, 
^^ especially grammar and rhetoric, were fully represented both in 

the Latin and in the Greek languages. Later, teachers of archi- 
tecture, mathematics, and mechanics were appointed by the 
emperors, — at least by Alexander Severus. These lines of 
instruction represented the entire work of the university. There 
was nothing in the way of investigation_or of creative speculatjon. 
All instruction consisted in formal discipline such as was given 
in the lower schools or in the mere exposition of the subject as 
organized by the Greeks, 
versities While grammar and rhetorical schools were distributed over 
'^ the provinces, the same cannot be said of the universities, 

ere Aside from those in the Greek centers of culture, all of which 

were in the East except Massilia (the modem Marseilles), there 
were no other imiversities imder the Roman regime. The estab- 
lishment of libraries in provincial towns was an occasional 
occurrence, 
mmati- Support of Schools by the Empire. — Although the number 
imd rhe- ^f schools increased during imperial times to such an extent that 
K>isin scarcely one provincial town was without its grammar school, 
wt every y^^ j^ ^^^ hardly be said that a system of schools existed. There 
was no governmental oversight of these schools; there was no 
compulsion in their establishment. But owing to the fact that 
eriai ^ the government, both imperial and municipal, came to the sup- 
lupport' P^^ ^^ these schools, many of them lost their private character 

and in that sense may be said to have constituted a system, 
erial Several of the early emperors followed the example of Ves- 

icgen- P^i^^^ ^^ building up the Athenaeum. But Antoninus Pius 
(138-16 1 A.D.) was the first to systematize the encouragement 
to education and to extend it to lower schools. He conferred 
upon a limited number of grammarians, rhetoricians, and phi- 
losophers in provincial capitals and smaller cities many of the 
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privileges of the senatorial class. These privileges included ex- Pnviici 
emption from taxation and other governmental burdens. Con- ^J^, 
stantine (r. 306-33 7 a.d. ) extended these privileges and made them tewher 
the basis of the privileges of the Christian clergy. In many 
cases, Gratian (367-383 a.d.) duplicated from the imperial 
treasury the amount contributed from municipal treasuries 
for the support of schools. In 376 the same emperor established 
a salary schedule for teachers throughout the empire. The 
apostate Julian (361-363) required the certification of teachers Ccrtific 
as a means of eliminating Christian teachers from pagan schools. \y ^^ 
In 425 Theodosius and Valentinian made the imperial govern- empire 
ment the sole authority in the establishment of schools and 
declared any attempt to found a school by a private party to 
be a penal offense. This is the nearest approach made to an 
imperial system of schools. But by this time educational and 
intellectual interests had declined, and schools had ceased to 
have the influence and importance they formerly possessed. 
Yet these steps in the building up of the system parallel quite 
closely those taken by the few modem governments, such as 
Germany and France, that have built up a state system of schools. » 

Educational Writers during the Imperial Period. — The lit- Educat 
erature on Roman education is much less abundant and less ^!^^ 
important than that on Greek. Seneca is the one writer whose 
point of view would be Ukely to approximate most nearly that 
of the Greeks. Although he considers education to be in close 
contact with life, he has little to suggest except stray observations, 
full of truth and still often quoted, but offering no underlying 
principles of education. Among his famous maxims are these : 
**We should learn for life not for school;" "We best learn by 
teaching;" "The result is gained sooner by example than by 
precept." 

The remainder of the literature falls into two general classes. Educat 
The first includes incidental references to educational customs 5*'?*°' 

in I^ti 

and institutions. Our information concerning the education of eratun 
the Romans is drawn, for the most part, from brief reference 
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scattered throughout Latin literature, beginning with Plautus, 

and including among the writers of the first two centuries 

of the Christian era, Horace, Martial, Juvenal, Seneca, 

Suetonius, Tacitus, Pliny the Younger, and Marcus Aurelius. 

rks of ^ the other class are included the theoretical or scientific 

jro. discussions of the problem of education as it appealed to the 

ntiiian Romans. The most important of these arythe de Oratore of 

»ratory Cicero, the de Oratoribus of Tacitus, andr the de InstUuiione 

on cdu- f 

on) Oratoria of Quintilian. The latter is really the first scientific 

exposition of the whole problem of education, including pur- 
pose, method, curriculum, and organization, ever written. 
It consists of the most matter-of-fact discussions of all problems / 
relating to the school and is entirely typical of a practical people/ 
ntiiian Quintilian (35-95 A.D.) was not only the most prominent writer 
"*°*^ on education, but the most successful of Roman teachers. He 

ninent — - ■ .. • - — 

oan cdu- was among the rhetors first subsidized by Vespasian and was 
'^ given the highest marks of esteem by his contemporaries. 

Though he acquired great wealth through his teaching, he didjl 
not claim that he possessed great originality, but rather that/l 
in his practices, as later in his writings, he sunamed up the best ^ 
results of the work of his predecessors.* 
Unc in FOURTH PERIOD. DECLINE OF ROMAN EDUCATION. — 

Roman jj^ form, this Grecianized Roman education continued to flourish 
erand and to dominate until the extinction of the Roman imperial 
^ "®" power in the West during the fifth and sixth centuriesT In 
spirit, the decline began with the gradual loss of liberty'^y the 
Roman citizens shortly after the opening of the Christian era. 
1 dccUnc The decadence in literary quality and in the intrinsic merit 
le third of this grammatical and rhetorical training did not come until 
the later part of the third or the early period of the fourth cen- 
tury. Long before that time the significance of this education 
had departed. As in other aspects of Roman society, the in- 

* For selections of those portions of Roman literature that relate to edu- 
cation in the school, see Monroe's Source Book o) the History of Educatum for 
the Greek and Roman Period, Pt. II, Ch. VII. 
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stitutional form persisted long after selfishness had destroyed 
the purpose, after corruption had destroyed the spirit, and arti- 
ficiality had taken from it all real influence upon the lives trf 
the people and all real social significance. The education 
of the Christian Church was gradually replacing the education 
elaborated by the Roman from the material borrowed by them 
from the Greeks. The great merit of the Roman adaptation 
had been its close relation to the practical needs of political 
and institutional life. This was now lost. When the practical 
bearing of a practical education is lost, there is nothing left to 
commend it. 

' I'he limitation which most characterizes the decline is the AcUm 
fact that this education was for the upper class only . This "*"'" 
education is to be Judged, not a3 the practical training of a 
whole people, but as an adornment to a hollow, superficial, and 
usually corrupt society ; not as the expression of the highest aims 
in life, but as a dilettante interest, and more often still, as an 
afiectfUion; not as a stage of development possible for an entire 
people, or for individuals of any rank, but as an attainment 
or even a mere badge of distinction of a favored class. As 
the old political power and opportunity for political activity - 
disappeared, as the municipal government became mere ma- 
chinery for collecting taxes, as the army became filled with bar- 
barians, the upper class, now more numerous than ever, turned 
to the one remaining feature of early imperial Rome, — its 
culture. 

These centuries were not without many minor writers of merit, Formal 
and able systematizers, especially grammarians. This is espe- ^"".^ 
cially true of the fourth century. With the return to paganism educ»ti£ 
under the apostate Emperor Julian (361-363) — a revival in 
itself largely inspired in the schools — there occurred a revival of 
the classical culture and of schools, which is spoken of by histo- 
rians as a distinct renaissance of learning. Donatus (about 
400) in the West and Priscian (about 500) in the East perfected 
the grunmatical analysis of the language in text-books that were 
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to remain the basis of linguistic study and hence of education 

jrcas in until the sixteenth century. Grammarians and rhetoricians 

^ ^ had never been held in such high esteem. Rhetoricians had 

followed the conquering Roman armies into Gaul, as do traders 

a modem conquest, and had gained a hold upon the Romanized 

Celtic civilization that rendered possible the survival of this 

culture in that province after it had disappeared elsewhere. 

J wander- In addition to the rhetoricians and grammarians located in the 

Sbcd" cities, wandering sophists or teachers traveled from place to 

place. Speaking of these, Professor Dill says: — 

'' If he was a man of reputation in his art, people rushed to hear him 
declaim, as they will do in our times to hear a great singer, or actor, or 
popular preacher. Provincial governors, on a progress through a district, 
would relieve the tedium of official duties by commanding a display of word- 
fence or declamation by such a master as Proaeresius, reward him with the 
most ecstatic applause and conduct him home in state after the perform- 
ance. . . . This power of using words for mere pleasurable effect, on the 
most trivial or the most extravagantly absurd themes, was for many ages, 
in both West and East, esteemed the highest proof of talent and cultiva- 
tion." 

[al futa- Such being the ideal, it is not to be wondered that the work 
^1?*' of the schools was of the most artificial and ineffectual character. 

cation 

The study of philosophy had disappeared altogether from the 
schools and found but few devotees among the cultured, and 
here, too, merely for a show of learning. Except in Rome, even 
law attracted but slight attention in these Western schools, 
sistcnce Such ideals of culture stopped all progress. If the Hellen- 

n AAA 

x)U ized Roman education ever possessed any of the liberalizing 

tendencies that it did with the Greeks, it had long since lost 
all of them. The practical merits of Roman education had 
disappeared quite as completely. Down to the close of the 
sixth century these schools existed throughout the European 
provinces and gave to the early Church in that region a formal 
training in the culture of pagan society. 
In portions of Italy some of these schools — modified by the 
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ecclesiastical influence, it is trae — survived the dark ages. ReiJ»c« 
In Gaul, where the Goths accepted Roman culture, they per- mwi^ 
sisted well into the seventh century. But with the coming of the •d'ooU 
Franks and the spread of monasticism the few surviving onea 
were replaced by the schoob of the monastic orders - 
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/ The Roman contributioii to dvilization was the practical one of bstitu- 
lions as means for realizing ideals or sodal purposes. Consequently they 
contributed to education much less of permanent value than did the Greeks. 
On tl^ other hand, they furnish the best illustration of the practical educa- 
tion./ Their educational ideals during the earlier periods were nhoUy 
morj ones, that is, relating to practical conduct. The home was the diief 
educational institution, imitation the chief method, biography and tlie 
practical process of life the chief educative means. Shortly before the 
opening of the imperial period and of the Christian era, Greek ideals came 
to dominate and Greek educational pnacesses to be adopted. This es- 
pecially affected higher education. Consequently, for the remainder of 
Roman history, a modified system, including both Greek and Roman ele- 
ments, prevailed. The Greek literary and culture elements appealed chiefly 
to the higher classes and left untouched the great masses of the people. For 
these higher classes, an elaborate system of grammar and rhetorical schools, 
and even numerous libraries and some universities, were developed. The 
great achievements of Latin literature were products of the very earliest por- 
tion of this period, -when the Roman genius had lost none of its virility, and 
the Greek education had been adopted only to a slight extent. In a com- 
paratively short time, this imitation of the Greeks became wholly artifidal, 
education became very formal and unreal. Roman life tended at the same 
time to become very corrupt, government became despotic, the early indi- 
vidualism and virile character of the Romans was lost, and the dominant 
education ceased to have any vital connection with the life of the times. 
Consequently anew education, that furnished by the eariy Christian Church, 
gradually replaced the old. Roman education lost its sodal importance, 
though its structure continued to persist even after the barbarians had sdzed 
control of the empire in the West 
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« Fall "of 

Rome . . . 476 
Odoacer . . . 476 
Theodoric . . 493 
Tothila . 541-543 
Justinian . . 527 
The empire 

reunited . . 565 
Arab conquest 

of Spain . . 7x4 
Karl Martel defeats 

Saracens . . 73a 
Carolinsian line 753 
End of Lombard 

kingdom . . 774 
Charlemagne 

779-814 

800 A.D. 
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Schoolmen, etc 



Carolingian Empire 
founded . . 800 

Charles the 
Bald . 840-877 

Treatv Verdun 843 

Alfred 871-90X 

Henry of 
Saxouy 9x0-936 

Otho . . 930-973 

Holy Roman Em- 
pire (bundefl 962 

Otno 111 . 096-X009 

Caliphate of 
Cordova 939 -1031 

Capetian line . 987 

Norman conq. 1066 

Canossa . . X077 

xtoo AD. 



Consular govern- 
ment in Italian 
cities . fl. xxoo 

Arnold of 
Brescia ZZ00-XX55 

Frederick Bar- 
barossa xxsa-xx9o 

Henry 11 of 
England x 154-84 

Philip II of 
France xx8o-xa33 

Treaty of 
Constance XX83 
^ Fall of 

Constantinople 
to Crusaders X904 

Frederick II 

X908-1350 

Magna Charta 13x5 

End of Hohen- 
staitfen line 1354 

Louis IX of 
France ^ X236-7o 

Latin Empire in 
East falls . xa6i 

Hapsburg line 
begias . . Z373 

Model 
Parliament 1395 

2300 A.D. 
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Bede . . 

Icui 
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735-804 

735-797 
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Ecclesiastical 
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abanus 
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Maurus . 776-856 
lohn 3c0Utt 8x0-875 
Walafred 

Strabo . 809-849 
Avicenna 980-X037 
AQsslia^* 1033-XX09 
RfflceUmus 

e. Z050-ZX3X 



William of 
Champeaux 



d. XX9X 



^q^*"** . 1/. XX53 
AbeUvI- Z079-iX4a 
Hugo St. Victor 

c. io97-XT4a 
Richard 

St. Victor d.iiTi 
John of Salis- 
bury . xizo-xx8o 
Peter of Blois 

zi35-xao4 
A ^bcrtua Mag nus 

X 193-X380 
Walter Map 

c. ix^o-iato 
Averroes xiaS-xi^S 
Alex. Hales </. 1245 
Grosseteste 

XX75-X253 
BgjiAventura 

Ta2i-i274 
TLJ^QuioaA 1 221-74 
Walter von der 

Vogelweide fl. X230 
Alexander de Ville 

dieu . . d. X3^ 

Vincent de Beauvau 

1/. X364 

Roger Bacon 

X3X^-X994 

Raymond Lull 

X235-X3X5 



St. Jkafidki 480-543 
Franks 

converted . . 496 
GregogJ c. ^0-604 
Mohammed b. 572 
Columban . 540-615 
Hesira of 

Mohammed . 622 
Conference at 

Whitby . . 664 
Boniface converts 

the Germans 

7«-754 
Last council recog- 
nized by Eastern 
and Western 
churches . . 787 
Leo III . 795-817 



Conversion of 

Saxons. . . 804 
Separation of 

Eastern and 

Western 

churches . . 82s 
Clugny founded 9x0 
First Crusade X095 
Sylvester II 

(Gerbert) 

999-X003 
Cistercians 

founded . Z098 
Knights of St. John 

founded . X099 



Knights Templars 

founded XX19 

Second Crusade 

"47 
Murder of 

k Becket . 1x70 
Innocent III 

X 198-1 2x6 

Peter the Venerable 

d, XX56 

Albigensian 

Crusade . Z3o8 
Franciscans 

founded . zsio 
Dominicans 

founded . X3xs 
Crusade of 

St. Louis . Z370 
Christians 

expelled from 

Palestine . Z99z 
Boniface X394-Z303 



EotTCATIONAL 

Writings 



Benedict's 

Rules 
Boethius, 

CensoUiUons^ 
Translations 
«ff Aristotle. 
CassiodoruSy 

Institutes 

of Sacred 

Literature 
Gregory of 

Tours, 

Chron. 
Isidore, 

Etymologies 
Bede, Chron. 
Alcuin, 

On Seven 

Lileral 

Arts, etc. 

Rabanus 



Maurus, 

Education 

of the 

Clergy 
Walafred 

Strabo, 

Biography 
Anselm and 

RoscelUnut 

begin 

■cholastic 

controversy 



Abelard, 

Sic et Non, 

etc. 
Hugo of 

St. Victor, 

On 

Instruetion 
John of 
Salisbury, 

Metaloficut 
Walter Map, 

Latin 

Students* 

Songs 
Alexander 

(fe Ville. 

dieu, 
Grammar 



Educational 
Events 



Monte Cassino 

founded . . 5«9 
Cassiodonis founds 

monastery . 540 
Christian era first 

used for 

dating . . . 536 
St. Gall founded 614 
Reichenau f. . 724 
Fulda founded . 744 
Alcuin called to 

Frankland . 781 
Karl's Capitularies 

on ed. 787 et seq. 
Alcuin, Abbot of 

Tours • 794-804 



Division of 



Monastic Schools 

into interns and 

extems . . 8x7 
Hirschau 

founded . . 830 
Oath of Strassburg, 

earliest form of 

German and 

French 

Timguage . . 84Z y 
Salerno . fl. c. X050 r 
Anxelm, Abbot of 

Canterbury 

Z093-ZX09 



I menus at 
Bologna . ZZZ3 

Trans, from Arabic 
under Raymond of 
Toledo ZZ30-Z150 

U. of Paris . c. xx6o 

Aristotle's Physics 

Proscribed at 
aris . . Z3IO 
Metaphyties 
proscribed . Z2Z5 
Frederick II sends 
trans of Aris. to 
Bol and Paris zaao 
Niebclungenlicd 

e. X220 

Epic poetry in 

Ger. and Fr.rnce 
c. X9ocyx^'^ 
Dominicans at 

Paris . . xaz7 
Franciscans at 

Paris . . za^o 
U. of Padua . xaaa 
U. of Naples . X2a4 
U. of Salamanca xa43 
U. Col. Oxford Z249 
Peterhouse, 

Cambridge^ ZS84 
Aristotle again stud. 

at Paris . 1255 
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CHAPTER V 



5 , . -. \ . A f « MIDDLE AGES : EDUCATION AS DISdPLINE 

SIGNIFICANCE OF MEDIAEVAL EDUCATION. — By sue- Politic 
cessive decrees (312,313, 321, etc.) of the Emperor Constantine, ^^ 
Christianity became the official religion of the Roman empire, tion oi 
So far as formal acceptance was concerned, it soon came to ™*°^^ 
prevail throughout the empire. After the surrender of the 
imp)erial office in the West (476) the political control was in- 
direct until the reestablishment of the imperial office by Charles 
the Great (800). Meanwhile, to all practical purposes, the in- ;; / ^ 
stitutional control of the people had passed to the Church. 
But not even yet could it be said that the masses of the people 
were Christianized in spirit and in conduct. The political 
conversion of the Roman populace had left their ideas and 
their conduct but slightly modified. True the gladiatorial shows, 
the exposure of infants, and similar pagan customs were sup- 
pressed in time; but at heart the masses of the people experi- 
enced, little change. The conversion of the barbarians during 
the sixth and seventh centuries was also largely of a political 
character. 

Both with the decadent Roman and with the barbarous Goth Great 
and Vandal, the great need was a schooling in conduct and ^^j* 
spirit through the substitution of new ideals of life and new mo- verts ^ 
tives ol conduct. Neither the education nor the religion of the "q^ 
Greeks and of the Romans gave this. But under the dominance 
ot jQxristianity education received a wholly new character. 
Instruction in doctrine and training in Church ceremonials 
were substituted for the intellectual element; a rigid discipline; 
in conduct, for the physical and rhetoric?*! training. 

XOI 
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FouncAL 
Events 



"Fall "of 

Rome . . . 476 
Odoacer . . . 476 
Theodoric . . 493 
Tothila ." 541-543 
Justinian . . 537 
The empire 

reunited . . 565 
Arab conquest 

of Spain . . 714 
Karl Martel defeats 

Saracens .^ . 73a 
Carolinnaa line 75a 
End of Lombard 

kingdom . . 774 
Charlemagne 

779-8x4 



800 A.D. 



Wkitbrs, 
Schoolmen, etc. 



Carolingian Empire 
founded . . 800 

Charles the 
Bald . 840-877 

Treatv Verdun 843 

Alfred 871-901 

Henry of 
Saxony 9x0-936 

Otho . . 930-973 

Holy Roman £m- 

Sire (bunde3 963 
o III . 096-X009 
Caliphate of 

Cordova 939-ioix 
Capetian line . 987 
Norman conq. 1066 
Canossa . . X077 

XtOO A.D. 



Consular govern- 
ment in Italian 
cities . fl. zxoo 

Arnold of 

Brescia zzoo-xxss 

Frederick Bar- 
barossa xx5a-zx9o 

Henry II of 
England 1154-84 

Philip II of 
France xz8a-xa33 

Treaty of 
Constance XX83 

Fall of 
Constantinople 
to Crusaders 1904 

Frederick II 

1908-1350 

Magna Charta xaz5 

End of Hohen- 
staufen line 1354 

Louis IX of 

France 1236-70 

Latin Empire in 
East falls . za6i 

Hapsburg line 
begins . . 1273 

Model 
Parliament 1395 

2300 A.D. 



BogUuus. €' 480-534 
Cassiodorus 

— '^"^-^."480-575 
Gregory of 

Tours c. 538-594 
Ist^toxsjof 

acvillc c. 570-636 
Venerable 

Bcde . . 673-735 
AlcuijL^ . 735-804 
KuTus 

Diaconut 735-797 



Rabanus 

Maurus . 776-856 
Tohn 3c0Utt 810 875 
WSlafred 

Strabo . 809-S49 
Avicenna 980-1037 
AQsslai^ . X033-1 X09 
RoftccUmua 

C. X050-XX3X 



William of 
Champeaux 



tU^qi^rH . </. 1x53 

Ao^lASd xo79-xi4a 
Hugo St. Victor 

c. X097-XI43 
Richard 

St. Victor d. X173 
John of Salis- 
bury . XIX0-X180 
Peter of Blois 

xi35-xao4 
^^bt^yt^is Magnus 

XX93-Z380 
Walter Map 

c. ix^o-xato 
Averroes x 126- 11 98 
Alex. Hales </. X345 
Grosseteste 

xi75-"53 
Boji^ven^ra 

X 23 I- I 374 
'Hi An""*** 1 39X-74 
NValtcr von dcr 

Vogelweide fl. 1330 
Alexander de Ville 

dieu . . d. X3^ 

Vincent de Beauvaxs 

</. Z364 

Roger Bacon 

X3X1^-X994 

Raymond Lull 

X335-X3X5 



Churchmen and 

Ecclesiastical 

Events 



St. JlcjQfidkt 480-543 
Franks 

converted. . 496 
Gregojxl c. 540-604 
MolSmmed h. 573 
Columban . 540-615 
Hesira of 

Mohammed . 632 
Conference at 

Whitby . . 664 
Boniface converts 

the Germans 

73X-754 
Last council recog- 
nized by Eastern 
and Western 
churches . . 787 
Leo III . 795-8x7 



Conversion of 

Saxoixs. . . 804 
Separation of 

Eastern and 

Western 

churches . . 83a 
Clugny founded 9x0 
First Crusade X095 
Sylvester II 

(Gerbert) 

999-J003 
Cistercians 

founded . 1098 
Knights of St. John 

founded Z099 



EDtlCATIONAL 

Writings 



Benedict's 
Rules 

Boethius, 
CoHsoiatt'ons, 
Translations 
0/ A ristotU, 

Cassiodorus, 
Institutes 
of Sacred 
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Gregory of 
Tours, 

Chron, 

Isidore, 

Etymologies 

Bcde, Chron. 

Alcuin, 
On Seven 
Literal 
A rts, etc. 



£dl*cational 
Events 



Rabanus 

Maurus, 

Education 

of the 

Clergy 
Walafred 

Strabo, 

Biography 
Anselm and 
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scholastic 

controversy 



Division of 

Monastic Schools 
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extems . .8x7 
Hirschau 

founded . . 830 
Oath of Straasburg, 
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German and 

French 

Tfenguage . . 84X 
' Salerno . fl. f . X050 > 
Anselm, Abbot of 

Canterbury 

X093-XX09 



Knights Templars 

founded XX19 

Second Crusade 

"47 
Murder of 

& Becket . 1x70 
Innocent III 

XX98-13X6 

Peter the Venerable 

</, XX56 

Albigensian 

Crusade . zao8 
Franciscans 

founded . xaio 
Dominicans 

founded . X3X5 
Crusade of 

St. Louis . Z370 
Christians 

expelled from 

Palestine . X99X 
Boniface 1394-1 903 



Abelard, 
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etc. 
Hugo of 

St. Victor, 

On 

Instmetion 
John of 
Salisbury, 

Metaloricus 
Walter Map, 

Latin 

Students* 

Songs 
Alexander 

de Ville. 

dieu, 
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Monte Cassixx> 

foiinded . . 5*9 
Cassiodorus founds 

monastery . 540 
Christian era first 
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dating . . . 526 
St. Gall founded 6x4 
Reichenau f. .734 
Fulda founded . 744 
Alcuin called to 

Frankland . 781 
Karl's Capitularies 

on ed. 787 et seq. 
Alcuin, Aobot of 

Tours . 794-B04 



I menus at 
Bologna . 1x13 

Trans, from Arabic 
under Raymond of 
Toledo ZZ30-Z150 

U. of Paris . c. xx6o 

Aristotle's Physics 

froscribed at 
'aris . . Z9XO 
Metaphynes 
proscribed . Z915 
Frederick II sends 
trans of Aris. to 
Bol and Paris xaao 
Niebclungenlied 

r. Z390 

Epic poetry in 

Ger. and Fnnce 
c. xaoo-x350 
Dominicans at 

Paris . . 
Franciscans at 

Paris . . Z930 
U. of Padua . xaaa 
U. of Naples . X224 
U. of Salamanca 1243 
U. Col. Oxford Z349 
Peterhouse, 

Cambridge^ Z384 
Aristotle again stud. 

at Paris . 1355 
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— that expression of personality which is most individual and Indii 
most complete and which at the same time, from its very nature, ^*^' 
finds its expression in objects or personalities external to itself, ham 
Thus in the moral nature, which pagan religion had so slightly ^ ^ 
affected, and which Greek philosophy had but dimly appre- tian 
hended, a new basis of life was found and a new solution of "^ °' 
the fundamental educational as well as ethical problem was 
secured. 

This position led to an indifference on the part of the early and ^^^^ 
\ mediaeval Christians to the intellectual and aesthetic features of and 
the Graeco-Roman education and culture. Christianity also ^^^ 
offered its greatest boon to classes wholly neglected in the 
economy of pagan society and Grecian culture. When it was 
furt'^er realized that the literature, culture and schools of the old 
civilization furnished the strongest intrenchments for paganism, 
there grew up a general hostility between Hellenism and^ 
Christianity that at first had not been evident. Thus moral ' 
and religious elements replaced the intellectual, aesthetic and 
physical elements in the dominant educational ideals and 
practices. 

A complete readjustment of social and educational factors Read 
occurred. Reliorion with the Greeks and Romans was chiefly ™^?* 

c> J socia 

a political concern. It had little to do with personal morality educ; 
and right conduct. Ethics had been associated with philosophy. '**^ 
Under Christianity, religion was dissociated from politics. 
Ethics and morality, through their new connection with religion, . 
were given an unprecedented hold on the masses of mankind. 
With this new alignment of religion, ethics and politics, there 
v.ame other readjustments of vital interest to education. Re- 
ligion lost its previous relationship to aesthetic culture and to 
literature, philosophy its intimate connection through ethics 
with the practical life. The new moral and religious character 
of education, excluding the aesthetic and intellectual phases so 
essential to the education of the classical world, persisted for 
many centuries. 
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ndly ATnrUDE OF THE EARLY CHRISTIANS TOWARD 

"or^k PAGAN LEARNING. —The relation of Christianity to the pa- 

istians gan learning and culture divided the leaders of the early Church 

2^ into two quite well-defined groups. One group held that this an- 

f-^ient learning contained much that was valuable for Christians 

and for the Church ; that much of it confirmed the teachings of 

the Bible; that philosophy as well as Christianity was a search 

for truth; that all philosophies contained some valuable truth, 

though not the highest and not complete; and that Christianity 

unds of should therefore include all this ancient learning and build upon 

Jy^iJ it. The other group recalled the scorn of the Greek philoso- 

reek i^^phers, the insults and the atrocities heaped upon Christians by 

^^ the representatives of this heathen culture, and the immoralities 

contained in their literature and sanctioned by their religions. 

Therefore they held that there could }5e no compromise between 

the truth and the world ; that philosophies when connected with 

Christianity produced only heresies; that literature and culture 

in general represented merely the pleasures and the seductions of 

the world. They believed that those who were instructed in the 

legends of Homer, in the myths of Zeus and the gods, got from 

them nothing but lessons of impurity, and, hence, that such 

literature and in fact all ancient learning should be rejected as 

hostile to the purposes and interests of Christianity. 

In general the view friendly to this learning prevailed in 
the earlier history of the Church and especially in the East 
among the Greeks. The hostile view became more general in 
the West and prevailed among the Christians of those parts 
- ■ even before the overthrow of the old social structure by the 
barbarians. It was but natural that the Christians of the West 
should identify heathenism with this ancient culture, for/ the 
/ chief hold which the old religion retained upon the people was 
through this literature;; the most forcible opposition to the 
progress of the Church came from the class most conversant 
with this literature; and the chief stronghold of the pagan 
j^gime was in the schools. With such a hostility it is not to be 
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.vondcrcd that learn ini^^ almost ceased to exist, and that there 
followed for some centuries the period commonly termed " the 
da xk ages /* 

Since tfeis. attitude, of the Church explains to a large extent Reasons 
Jthe condition o f education for a thousand years, some further tioninS 
explanation of it should be given. One of the most important Wcst«ni 
causes of this attitude has been mentioned. It is the fact that fou^ in 

—the great mission of the Church, as well as the great need of the ^« ««•*/ 

—times, was a inoral one.) Added to this was the belief prevalenlkuhc chur 
throughout the early Church that 'the second advent of Christ 
; was near, and that consequently learning, culture and in fact all 
'mundane affairs, were of trivial importance. / The persecution 

- and the exile which many Christians in the first three centuries 
were compelled to undergo deprived them of all opportunity for 
the acquisition of pagan learning, even if they had desired it, 
and destroyed all inclination to attain to the most distinctive 
possession of their persecutors. In the following section, on 
monasticism, one other great reason for this indifference is 

' -^scussed more fully. This is asceticism or the opposition to 
all worldly interests and to all that gives satisfaction or pleasure 

;J^ of a natural or human character. Two other reasons, one 
operative in the earlier centuries, the other in later times, explain 

"' in part this indifference of the Church to learning. /'In the early 
period its success was largest with the lower class of people, to 
whom its message brought a wonderful deliverance. They 
were disinclined, through nature, through sympathy and through 
tradition, to take any great interest in the culture that had been 
made possible only by their debasement-"' In the later period, and in ti 
the strength of the Church was found in the new Teutonic ^c^to^ 
peoples, whom the Church raised out of barbarism, but to whom conYcrts 
it was impossible throughout many generations to impart the 
graces of culture. YAgain, the unification of the Church in 
the West and its reputation and desire for orthodoxy acted as 
a check not only upon learning, but also upon the spirit of 
inquiry, which was fostered or permitted in the East long after 
it had disappeared in the West. 
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Attempt of 
Greek 
Fathers to 
identify 
Greek phi- 
losophy and 
Christian 
reaching 



Later Greek 
Fathers 
recognize 
difficulty, 
even impos- 
sibility of 
this recon- 
ciliation at 
that time 



The Attitude of the Greek Christian Fathers toward Leam- 

"^ ^.tJ^£lc?^LPiJfe?-.?:ttitude of the^Church. jn .general. Many of 
them had been Greek philosophers before their conversion and 
all of them had been pupils in Greek schools. All enco uraged 
the study of literature and philosophy. Clement of Alexandria 
(c. i6o^. 215), one of the formulators of the theology of the 
Christian Church, held that the Gospels were perfected Platon- 
ism and that " Plato was Moses Atticized." He taught that 
pagan philosophy was " a pedagogue to bring the world to 
Christ." Another of his doctrines was that God had made three 
covenants with man, — the law, the gospel and philosophy. 
Most of his teachings and writings were directed toward the 
reconciliation of faith and reason, of Christian revelation and 
pagan philosophy. In this general attitude, Justin Martyr 
(c. loo-c. 17s) and Origen (c. 185-c. 254) agree. 

By the time of St. Basil (331-379) and Gregory of Nazi- 
anzus (c. 325-c. 390), the opposition of the Christians to pagan 
learning and especially to Greek philosophy had become more 
pronounced. But both these Fathers unite in the protest of the 
earlier ones against this prejudice and in the effort to show that 
Greek literature is full of principle and event, of precept and 
example, helpful in instruction and leading to the higher life-^ 
However, the opinions of these later Fathers is not so unqualified 
as that of the earlier. It is only within limits that learning is 
recommended. Chrysostom (c. 347-411), though not in con- 
demnation, it is true, yet with greater disparagement, writes, " I 
have long ago laid aside such follies, for one cannot spend all 
one's life in child's play." And Basil, writing on the education of 
children, thus sums up his judgment, expressed fully in a much 
longer discussion: "Are we then to give up literature? you 
will exclaim. I do not say that; but I do say that we must not 
kill souls. . . . In fact, the choice lies bet ween two alternatives: 
a liberal education which you may get by sending your children 
to the public schools, or the salvation of their souls which you 
secure by sending them to the monks. Which is to gain the day, 
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science or the soul? If you can usite both advantages, do so by 
all means; but if not, choose the more precious." 

Attitude of the Latin Church Fathers. — In the West, by the Latb 
fourth century, especially among the Roman Christians, Hel- *^ 
lenism had become almost synonymous with hostility to the bowOe 
Church. This is true, notwithstanding the fact that most of the 
Latin fathers — Tertullian, Amobius, Lactantius, Gregoiy, 
Augustine — had been teachers of oratory or of rhetoric. Ter- 
tullian, in his chapter On Schoolmasters and their Difficulties, 
denied that a Christian could be a teacher of ancient learning. 

To St. Jerome (331-432), the translator of the version of the jcrota 
Bible accepted by the Church for centuries, this confiict between jJ^tT, 
the classical learning and the Christian faith became most utmi 
clearly dehned. Perhaps no single event of this general conflict ""^ 
had so great an influence upon succeeding generations, as that of 
Jerome's famous vision (374). Dreaming that he was dead an3 """* 
dragged before the judgment seat, he was asked the questiod^ " 
" Who art thou? " Upon answering, " A Christian," he heazd 
with the stricken conscience that repeated its awful warning to 
many successive generations, the terrible judgment, " It is 
false: thou art no Christian; thou art aCiceroniaji; where thS: 
treasure is, there the heart is also." 

In the case of St. Augustine (354-430) as in that of Jerome, Ch»ng 
a retrograde movement from an earlier devotion to classical ^^j 
teaming is to be found. Until middle Ofe a teacher of rhetoric cino 
and oratory, August ine ha d partia lly completed an encydo-_ 
pedic trcatis£jri tha liboraLarts^ — IntellectuaHy the most active 
and the^ost brilliant of the Fathers of the Western Church, and 
excrtmg the widest, the deepest, and the most far-reaching 
inSuence of them all, he called his extended leammg into service 
in combating the many heresies in the Church. Thus although in 
his earlier years he sanctioned " the spoiling of the Egyptians," 
as he termed the study of the classics, at.a later_period of 
his life his sympathy for classical learning was much restricted. 
He discountenanced its use and is supposed to have been 
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personally responsible for the prohibition of philosophical and 
literary study made by the Council of Carthage, 
disd- EARLY CHRISTIAN SCHOOLS. Christian Life a School- 
^^ ing. — In its reaction against this corrupt society of the last 
ras a pagan centuries, life in the early Christian Church was in itself a 
* schooling of very great importance. To be sure, this was not a 
schooUng of an intellectual character, but we have previously 
seen how formal and how futile was the intellectual education of 
Rome for some centuries of the new era. Education was now 
to possess very Uttle of the intellectual element for a thousand 
years. The early Church was concerned in the moral reforma- 
tion of the world, in the destruction of the state of society already 
described;^ for this reason it turned its attention wholly to the '• 
moral education of its own membership and thus to the regen- / 
eration of society, 
training Catechumcnal Schools. — The earliest aspect of the life of the 
^b^on Christian Church that approximated a formal schooling was the 
lized training given to converts both young and old. As in heathen 
countries at the present time, so it was necessary then to post- 
pone the reception of such converts into full membership imtil a \ 
period of probation for instruction in doctrine and trial of 
Christian life had been passed. Such probationers were called 
catechumens, .and such schools, catechumcnal schools, 
rpora- Catechetical Schools. — As the Christian leaders at Alexandria 
k learn- ^^^ Other Eastcm centers came in conflict with the Greek schools 
ito of thought, it became more and more necessary to equip the 
^^ leaders and the ministers of the Church with a training similar 
teaphcTs to that of the Greeks. For some centuries Alexandria was the 
center of this intellectual and theological activity. In 179 a.d. 
Pantaenus, a converted Stoic philosopher, became head of the 
school for catechumens at Alexandria. Through him and his 
successors both philosophy and rhetoric — in fact all the Grecian 
learning — were brought to the service of the Church. Pantsenus 
was succeeded in turn by the two most noted of the Greek Church 
Fathers, Clement and Origen, from whom came the earliest 
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fonnulation tA Christian theology. Similar, though less im- 
portant, schools grew from the catechumenal schools elsewhere. 
These were the catechetical schools. However, since the schools 
for catechumens used the same catechetical method, the term 
caleckeiiml schools is often used in a more generic sense to in- 
clude both. — 

Episcopal and Cathedral Schools. — In_ time _5uch schools incoip 
came to be organized by each bishop for the training of the J^^ 

theChi 




A Cathedrai. School 



clergy for churches under his supervision. As the life of the 
priests gathered in these central places was brought into sub- 
jection to regular rules or canons, as was first done in 354, it 
became possible to regulate the work of such schoob more 
definitely. During the fifth and sixth centuries the Church 
coimcils legislated that children destined for the priesthood 
should be early placed in these training schools under the charge 
(rf the bishop. In the West such schools were more commonly 
called cathedral schoob, from the building in which they were 
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located. After the overthrow of Roman culture by the bar-j 
barians, when education had completely fallen into the hands! 
of the Church, these schools with those of the monasteries | 
remained the only ones of the West. ' 

\ 

§ 2. MONASTICISM. EDUCATION AS A MORAL DISCIPLINE ^^ 

monas. SCOPE AND IMPORTANCE OF MONASTIC EDUCATION. — 

'^'uv*^ The term monasiicism in its most general application indi- 
JT rules cates the organization of those who have taken special vows of 
a religious life and live according to rules controlling conduct in 
most minute details. For this reason they are generally termed 
the regular clergy, as opposed to the secular clergy, who do not 
live under special rule and who pass their lives in close associa- 
tion with the lives of the people, 
astic We have noted the establishment of cathedral or episcopal 

^ schools under the control of the bishop, for the training of the 
impor- secular clergy. But in western Europe, from the seventh cen- '^ 
©rous ^^^ ^^ ^^ Reformation, the most important type of school was 
ationai that of the monaster)'. Under these must also be included the 
iiiSi^ schook of the mendicant friars, which were established during 
lie Ages the thirteenth and fourteenth centuries (p. 153). After the 
Reformation, other monastic orders, termed teaching congre- 
gations (p. 201), were organized especially for educational work. 
Since the term monastic education indicates a great variety 
of activities, includes the work of a great number of orders, and 
■ * covers a scope of territory from Egypt to Ireland, and a period 
of time from the sixth century well into modem times, only 
its most general characteristics can be here discussed, 
astic ORIGIN OF MONASTICISM. —The primary idea of mo-x 

^^ nasticism is asceticism. In its original significance, asceticism - 
d in was the training or discipline of the athlete in preparation for ' 
I^ the physical contests. In its figurative use it indicates the 
subjection or the disciplining of all bodily desires and human > 
affections in order that the mind and soul may be devoted to th^ | 



Middle Ages : Education as Discipline 1 1 1 

interests of the higher life. Found in some degree in all beliefs, 
it was given a special prominence in many religions, — in the 
Jewish, the Persian, the Egyptian and in several of the Grecian 
philosophical sects, — with which Christianity early came in con- 
flict./ In all of these the highest ethical thought was that of 
rising to spiritual excellence and insight through the elimina- 
tion of all natural and material wants. Through fasting, 
penance, flagellation, or through prolonged and enervating 
physical exercise, the quiescence of the physical nature and 
the complete eradication of temporal interests were obtained. 
Thus the Christian ascetics united in themselves the Stsic Tbe« 
virtuesof contempt for pain and for death and of indifference to ^^ 
the vicissitudes of fortune, the Pythagorean customs of silence «aceti 
and of submission of the physical nature, and the Cynic neglect 
of the obligations and the forms of society. The ascetic idea 
found support in Christ's commands to take no thought for the 
morrow, to sell all one's goods and give to the poor, to forsake 
father and mother, wife and children, and, above all, in the 
frequent exhortations to world-renunciation and to the devo- 
tion of one's self to the service of spreading the gospel. 

The particular occasion of the rise of monasticism in IuMn 
the East was the intimate relation of Christianity to other J^^? 
Oriental religions.- The particular occasion for its spread in the thew 
West was the development of the secular character of the Church 
and the worldly life of its communicants after the general 
inclusion of the Roman population within the formal limits of 
Christianity. The first prominence was given to monasticism 
by St. Anthony, who in 305 fled to the desert on the shore of the 
Red Sea and there subjected himself to a series of physical 
penances which became the model for a long line of exacting, 
ingeniously devised and herocially endured practices for the 
mortification of the flesh. Monasticism was transfertcd to 
(Lupe by Athanasius {296-373) and Jerome (34cv-42o). In 
the West the monks lived in communities rather than in isola- 
tiqn as hermits, as was the usual custom in the East. 
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of MONASTIC RULES. — At first each of these groups formulated 
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its own rules. Among these was Benedict, a patrician who had 
fled from the corruption of Rome and had attracted many by 
his life of spiritual devotion. In 529 he drew up a set of rules^i^ 
for his own community. Through the influence of the popes 
these rules were soon adopted quite generally by the monastic 
communities in western Europe. These rules were not nec- 
essarily exclusive, but were at first adopted as supplemental to 
the local rules. During the tenth century the Benedictine rules 
were made more rigid by the "Cluny reform." During the 
eleventh and twelfth centuries still more rigid rules were adopted 
by a variety of new orders. The most notable of all was the 
nika Cistercian Order, founded in 1098. The rules of this order 
enjoined absolute silence, provided for the solitary life so far 
as possible, simplified worship, and applied in their churches 
and ceremonials provisions more rigidly ascetic than any pre- 
viously formulated, 
rntof The original rules of St. Benedict were seventy-three in 
^^^^* number. Nine related to the general ^jities of abbots and 
;n monks; thirteen to worship; twenty-nine to discipline, errors, 
penalties; ten to the administration of the monastery; and 
twelve to various topics, such as reception of guests, conduct of 
monks while traveling, etc. The distinctive feature of the 
sionfor Benedictine Rule was insistence upon manual labor of some 
^ .^ kind, added to the implicit obedience which the monk must 
render to the abbot in the performance of this work. In very 
** great divergence from the ideas and habits of the monk of the 
East, indolence was termed the enemy of the soul. To provide 
against this, at least seven hours a day must be given to some 
kind of toil. Thus many of the evils that had come into 
monastic life as a result of idleness were eradicated. The 
more subtle evils of a subjective kind, arising from enforced 
solitary confinement and a brooding over imaginary evils by 
minds little adapted to profit from such a course, were also 
eliminated. The Benedictine Rule is the first recognition of 



rules 



a-' 



Middle Ages: Education as Discipline 113 

the value of manual labor in education. Though the conception 
of education and the value placed upon the manual activities 
in this moral training were both very different from those in our 
own time, they were a CTcat step beyond the position of the 
Greeks and Romans, .^om this provision came most of the Sodal 
social benefits of monasticism in the West, — for monasticism ®^ ^^ 
was an education in the broadest social sense of the Xjtva^ In 
the cultivation of the soil the monks furnished models for the 
peasantry. They introduced new processes for the craftsmen in 
wood, metal, leather and cloth. They gave new ideas to the 
jjndutect. In a way they stimulated and fostered trade among 
the mercantile class. They offered asylums to the poor, the 
sick, the injured and the distressed. They drained swamps 
and improyed public health and pubUc life in almost every way. 

The Benedictine rules also provided that two hours of each 
day should be devoted to reading; indicated the portions of the 
Bible and of the Fathers to be read; provided for the reading of * 
the Bible during the meal hours; and through minute rules saw 
to it that these times for reading were not to be wasted in idleness, ^ - 
in sleep or in talking. ' ' 

IDEALS OF MONASTIC LIFE AND EDUCATION. Asceti- Educa 
cism an Ideal of Discipline. — The rules of monastic life might JjJ^ 
present the greatest variation; its ideals were everywhere the rules 
same. In all places and in all ages its dominant ideal was that 
of asceticism . The virtue of the monk was often measured by 
his ingenuity in devising new and fantastic methods of mortif}ring 
the flesh through fasting, through eating insufl&cient and in- 
appropriate foods, through taking insufficient sleep, through 
wearing insufficient clothing, through assuming imnatural 
posttures of extreme discomfort and maintaining them some- 
times for months, through uncleanliness of body, through bind- 
ing the limbs with ligatures, through loading the body with 
chains and weights, through every means which would reduce or 
even destroy the natural wants or which would produce suffering 
from insufficient care for them. This irrational regime might 
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either destroy or weaken the mind. In any case it would make 
^-it subject to abnormal visions, which would be increased by the 
,^;^ terror of such temptations. However, this seems seldom to have 
y been noticed by the monks. All these forms of discipline were 
\> for the sake of the spiritual growth, the moral betterment of 
the penitent. All these, as the very significance of the word 
asceticism indicates, reveal the dominant conception of educa- 
tion which prevailed throughout this long period, — the idea of 
/'discipline of the physical nature for the sake of growth in moral 
"^ and spiritual power. \The ideals of monasticism were usually 
. sununed up in the three ideals of chastity, poverty and obe- 
^ dience, or more technically, conversion, stabiUty and obedience.) 
itire Social Significance of these Ideals. — Thus, in a manner, the 

io?th^ monastic ideal had its negative as well as its positive signifi- 
» cance. In its three great ideals it negated the three great in- 

stitutional aspects of social life, — the family, industrial society 
and the state.. It represented -a type of disciplinary education 
which left oiit of accoimt these three great classes of needs of 
society and emphasized and developed those moral virtues that, 
in a restricted sense, found expression largely through the Church 
and religion, 
ivc On the other hand, monasticism became in the larger sense 

J "" an educational force of very great importance to society as a 
whole. Each one of these monastic ideals introduced new 
factors into social development. For example, the habit of 
obedience, with its accompanying virtue of humility, presented 
as great a contrast as can be imagined to the strong individual- 
ism of the barbarian and the arrogance of the Roman. The 
ideals and habits of the monks entered into the reorganization of 
society in the instlt^tion of feudalism, revealed themselves in 
the crusade movement, and probably did more than any other 
single factor in the subjection of the rude Teuton to the restric- 
tions of civilization and culture. 

MONASTICISM AND LITERARY EDUCATION. — As we 
have seen, monasticism was not primarily a scheme of education 
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in the literary or school sense. Its conception of education Educi 
related to the formation of moral and religious character alone. ^!^^ 
Many, consequently, have resented any criticism of the learning actcn 
or of the educational efforts of the monks as altogether' invalid, Zs^ 
on the grounds that an institution or a class of people is not to 
be held responsible for that which it does not explicitly under- 
take. It is true that until the organization of the teaching orders 
in the sixteenth smd seventeenth centuries, the monastic orders 
did not make education a controlling aim; on the other hand, 
it is also true that, from the seventh to the opening of the thir- 
teenth centuries, there was practically no other education but 
that offered by the monks. Moreover it was the Church and the 
monastic institutions which were responsible for the facts that 
no other conception of education existed and no other educa- 
tional institutions were tolerated. 

Study in the Monasteries. — St. Benedict provided for seven Provii 
hours of labor, chiefly manual, though it might be Uterary; and ^^Lm^ 
for from two to five hours of reading each day. Some similar ^ijji^ 
provisions had been made before by St. Basil in the East. 
From these provisions, imposed only as matters of discipline for 
the monks, came most of the indirect social benefits of monasti- 
cism. If the monks must read, they must be taught to read, 
they must have books, and they must in turn teach the novices 
to read and copy manuscripts. Hence, without any word in the 
rules concerning schools and with but the briefest reference to 
the training of the youth accepted for the monastic life, without ", 
any direct reference to the copying of manuscript or to the study 
of literature or to the preservation of books, all of these things 

followed. 

But there were other causes contributing to make the results Gave 
of this one provision so great and so far-reaching. In those ^^^^ 
restless ages of rude culture, of constant warfare, of perpetual so inc 
lawlessness and the rule of might, monasticism offered the one 
opportunity for a life of repose, of contemplation, and of that 
leisure and relief from the ordinary duties of life which are 
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essential to the student. Hence the youth, who came at the age 
most impressionable and most given to the pursuit of ideals, 
was influenced toward the life of reflection and of study. Those 
also who had been bereft of family and of protection found in 
the monastic cell a retreat and in study a consolation. While 
those worn out with a life of toil, or shocked by the brutality and 
callous indifference about them, found in the monastery a 
natural resting place, and in the pleasures of a life of reflec- 
tion and of study a legitimate reward for the burdens they had 
borne, 
scope Thus it happened that the monasteries were the sole schools 
ai^Mid ^^^ teaching; they offered the only professional training; they 
yinflu- were the only universities of research; they alone served as 
publishing houses for the multiplication of books; they were the 
only libraries for the preservation of learning; they produced 
the only scholars; they were the sole educational institutions 
of this period. In each of these lines their activities were, to be 
sure, meager. But the opportimities were meager, and, how- 
ever great the needs, the conscious social demands of the times 
were more meager still, 
stcrics Every monastic rule — and they were much more numer- 
^f ous than this brief account would seem to indicate — either 
ng authorized indirectly or commanded directly the study of 
literature. The most famous monasteries in every country 
were those noted for their learning and for the training they 
afforded. Typical of these were those of Fulda and Hirschau 
in Germany; those at Tours, Corbie, Bee, and Cluny in France; 
of St. Gall in Switzerland; of Glastonbury, Malmesbury, and 
Canterbury in England; of Monte Cassino in Italy. While 
these were exceptional institutions, there were many others that 
adopted as their motto, " Love the study of Scriptures and you 
will not love vice." 

The negative aspect of this relation of monasteries to study 
must also be noted. The Scriptura Sacra, which the monks were 
commanded to study, included all religious writings, but it did 
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not go beyond these. Moreover, study was never an end in intei 
itself, but simply a disciplinary means or an occupation for other- 2tcS 
wise idle moments. The instant study became an end or a aiom 
pleasure in itself, the very purpose of its introduction into the 
monasteries was negated. Further, it is just as erroneous to 
argue from a few exceptional cases, such as St. Gall, or Monte 
Cassino, that " to the monk of the tenth century no knowledge 
was imfamiliar," as to argue from other occasional instances 
that they knew nothing. It is quite evident that many monks 
were entirely ignorant; that many monasteries gave practically 
no attention to learning; and that those which gave attention to 
secular literature were comparatively few. To most monks the 
study of ancient literature, disapproved as it had been by the Dang 
Church for several centuries, represented distinctly the interests ^^ 
and the temptations of the world. The desire for such study was liters 

indulged in only at a distinct risk or as a positive sin. Such 
study was a gratification of human desires, a satisfaction of the 

tastes, that was distinctly hostile to the idea of asceticism. 

In addition to this, such studies were the cause of heresies. Greei 

Quite as prominent in its early history as they are now were the ongii 
many divisions within the Christian Church. Even as late as the ^^^^ 
period of St. Augustine, these numbered eighty-five according 
to his own enumeration. As a result of this, both error of 
judgment and the state of intellectual doubt came to be looked 
upon as sinful. One of the most commendable traits of ancient 
society within the polytheistic period of Greece or Rome or in 
the later skeptical cosmopolitan period, was toleration of be- 
liefs. To this fact Christianity itself in its early days owed very 
much. But to the Christian, tolerance of a belief that might 
mean eternal damnation to those enslaved by it was no virtue. 
Hence the very basis of all intellectual progress — the spirit of 
inquiry and the desire for truth or reality, irrespective of its 
effect upon emotional states or religious beliefs held as a matter 
of faith — was wanting to these ages. 

Schools in the Monasteries. — Except for the training of the 
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monks themselves or of the youth offered for monastic life, the 
monasteries made little provision during several centuries for 
schooling of any kind, and that given was chiefly of a religious 
character. The arts of reading, of w riting , of singing, and of 
calculating the Church calendar were necessarily given, though 
probably the last was 
reserved for but a few. 
Later supplementary ■ 
rules required a no- 
vitiate of two years, 
and stipulated that 
no member should be 
received into the order 
under eighteen years 
of age. As boys not 
yet in their teens were 
often accepted, a pro- 
longed schooling and 
discipline were pro- 
vided. 
Previous to the last 
of the eighth century such schools throughout western Europe 
were very rudimentary. The learning of the monasteries 
was very meager, and there was no opportunity for the 
education of boys not destined for monastic life. Then, 
through a movement headed by the Emperor Charles the Great 
and his minister Alcuin (pp. 125-8), monastic schools became 
more numerous and of better grade. Soon they came to pro- 
vide an education for youth not intended for monastic life. 
Such pupib were called extems in distinction to the interns, or 
those destined to take the monastic vows. It was not until the 
eleventh century that there was any education to speak of out- 
side of monastic schools, and not until the thirteenth century that 
there were any marked changes in the character of education 
given in any institutions. During all of this period it might be 
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said that every monastery was a school, and that all education Noden 
was either in the monasteries or under the direction of monks. '«^ f^"" 
It must be remembered that the masses of the people of these the Ctn 
centuries were little more than barbarians and that they cer- 
tainly took much more naturally to warfare and destruction 
than they did to school- 
ing. The Church and 
the monastery must 
not be held altogether 
responsible for the fact 
that schools were not 
more numerous, and 
that the character of 
'heir work was not of 
i higher grade. That 
learning should be 
preserved at all was 
no inconsiderable serv- 




The Copying of Man- 
uscripts and the Preservation of Learning. — Through the 
work of the monks in the copying of manuscripts, whether 
as a form of monastic discipline or through real interest in 
learning, most of the writings of the past that we now have 
were reproduced frequently enough to prevent their anni- 
hilation. This activity continued from the period of the 
formulation of the Benedictine rules. In later centuries 
the scriptorium, or general writing room, was an architectural 
feature of most monasteries. That this work of the copyist 
was not merely mechanical, but was designed to have an intel- 
lectual and moral effect as well, is indicated by the words in 
dedication of the scriptorium: "Vouchsafe, O Lord, to bless 
this room of thy servants, that all which they write therein may 
be comprehended by their intelligence and realized in their 
works." 
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On the other hand, the monks have often been accused of 
destroying the literature of the past. Many of the extant manu- 
scripts devoted to the chronicles of the monastic foundation, 
to wearisome comment on some older sacred writings, or to the 
disquisitions of the Schoolmen, are written on parchn\ent from 
which a previous writing, usually of some classical texts, has 
been removed by chemical or mechanical process. In this way, 
undoubtedly, many classical texts were destroyed. Such were 
chosen for destruction with the distinct feeling that they were 
unworthy of preservation. Possibly in this way some ancient 
texts have been lost for all time. It is now believed that this 
custom was not nearly so general as was formerly supposed. 
It was probably due to a scarcity of parchment, especially dur- 
ing the thirteenth century. 

The Monasteries as Depositories of Literature and Learning. — 
One service which monasticism performed for learning cannot 
be gainsaid. Whatever of ancient learning and literature we 
have preserved to us to-day, is largely owing to the monks. 
Though the Arabs added much during the laterMiddle Ages, even 
then such additions were given into the possession of the monks. 

While the majority of monasteries possessed but few book*^, 
probably none outside of a strictly religious character, there were 
many that possessed hundreds and some few whose volumes 
mounted to the thousands. The few monasteries especially noted 
for their learning had large libraries, and gave particular atten- 
tion to the collection of books through the exchange of duplicates 
made by the monks. Among these more noted foundations, 
there existed a very definitely regulated system of exchange. 
Several of the later orders made special provision in their rules 
for this interchange and for the requisite work of copying; 
some few made it a means of financial support. But with the 
founding of the universities and finally with the invention of 
printing, the monasteries ceased to give much attention to this 
activity; or at least, with changed conditions, the literary char- 
acter of their service no longer appeared conspicuous. 
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The Monks as Literary Producers. — Though the range of The mo 
heir interests was not broad, yet until the general appearance ^^j^j 
if vernacular literature in the eleventh and twelfth centuries, lives of 
he monks produced practically all the literature of this period. J^^JJ 
^'his included the lives of the saints, short moral tales or sermons, di»cujsi« 
- such as are collected in the Gesta Ramanorumy — Biblical 
T patristic comment, and monastic chronicles.^ During the 
itter half of the Middle Ages the literary product'of the School- 
len and of the vernacular poets became far more important 
lian that of the monks. Yet the Schoolmen were practically . 
U monks, for the most part at least were nominal adherents of 
lie two great friar orders. 

The one other class of secular writings besides the chroni- 
les is that devoted to the discussion of the Seven Liberal Arts 
r of one of the component subjects. 

The Literary Heritage of Monasticism: The Seven Liberal ^e^eiop 
Ills. -^ The Middle Ages possessed in outline all the knowl- thcScv* 
dge of the few preceding and the few succeeding centuries; Liberal 
ut in its content this knowledge was immeasurably more meager 
lian that of either the preceding or of the following era. 

It was far from being in its ancient form, — for most of the 
riginal writings had disappeared, — but consisted of the knowl- 
dge of the ancients organized in a much abridged form by a few 
jamed men, chiefly of the fifth century. The expression. The \ 
'even Liberal Arts, as inclusive of all learning, came into vogue \ 
t this time. Long before the fifth century, however, practically 
U these differentiations into subjects had occurred; but it was 
^served for the ecclesiastical and symbolical tendencies of 
le Middle Ages to limit the sciences definitely to seven.' Plato 
ad shown the distinction between what now came to be called 
le triviunij including grammar, rhetoric and dialectic, and the 
uadrrviumy including arithmetic, geometry, music and as- 
•onomy. Varro, the most learned of the Romans, wrote, in 
le last pagan century, upon the liberal arts or studies, which 
iduded all of these, together with architecture, medicine 
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and philosophy. Quintilian, in his treatise on education, omitted 
dialectic and arithmetic from the liberal studies. St. Augustine 
(p. 107) wrote a treatise on two of these subjects and stated that 
he intended to write on five others. Writing in the same period, 
Capella completed his treatise on the seven in which all knowl- 
edge was presumed to be summarized. 
5 content Content oj the Seven Liberal Arts. — One can hardly estimate 
hese sub- ,jjg e;{tent and the value of the learning of the Middle Ages until 
aderihen the Content of these liberal arts is noted. Geometry, for ex- 
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ample, always included the rudiments of geography; astronomy 
included physics; grammar included literature; rhetoric in- 
cluded history. The actual extent to which the literature of 
the ancients found any place whatever under grammar and 
rhetoric is a question to which very diverse answers are given. 
Isidore and Cassiodorus (p. 124) knew Greek and possessed 
a small library of Greek classics; but during the following cen* 
tunes, the knowledge of the Greek language almost disappeared 
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from western Europe. Even the indirect knowledge of Greek 
literature, through Latin summaries or through extended ref- 
erences by such writers as Boethius, was very meager, as, 
indeed, was that of Latin literature. Some of the writings of 
Virgil and of Cicero were well known. For the most part, 
however, monasteries possessed but very few of the works of 
classical authors. The general attitude toward this literature The ha 
and its study was distinctly hostile. Alcuin tells his" pupib at J^^ 
Tours, "The sacred poets are sufficient for you; there is no uunu 
reason why you should sully your mind with the rank luxuriance ^°" "* 
of Virgil's verse," 

EDUCATIONAL WRTTERS OF tSS. EARLY MIDDI^ 
AGES. — A few of the most important of these deserve to be 
mentioned. 

Blartiaaus Capella, a representative of the pagan culture of Capdia' 
North Africa, wrote (between 410-427 a.d.) a treatise entitled p^^* 
The Marriage 0} Philology and Mercury. Throughout the first mdUm 
half of theMiddle Ages this was used more widely than any other 
book' as a text of the ancient learning. The godMercury desires 
to many, and all the machinery of the pagan heaven is set in 
motion, first to determine to whom, and then to celebrate the 
consummation of the marriage to the most learned maiden. 
Philology. The seven bridesmaids, or handmaidens, presented 
by Phcebus, are the Ars Grammatica, Ars Dialcctica, Ars Rhe- 
torica, Geometrica, Arithmetica, Astronomia, Harmonia, and 
each, as led forward in the ceremony, gives her parentage and 
expounds to the assembly the substance of the art typified. 
These speeches contain, in the driest of text-book form, prac- 
tically ^ of the learning of the schools of these centuries. 

Boethius (c. 480-534) was the most influential of all the Tezt-boi 
learned men of the early Middle Ages. His chief service was "^ ^°«*' 
to give to several succeeding centuries the httle knowledge of the 
Greek writers, especially of Plato and Aristotle, that they pre- 
served. While some of his briefer treatises gave impetus to the 
early scholastic movement, his more important works were not 
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known until the twelfth century. He gave to the Middle Ages 
logic and ethics^ or the basis of the entire dialectic element in 
their education. He also wrote on arithmetic, geometry and 
music. These works of his were extensively used as text-books; 
some continued to be employed in some imiversities until well 
into the eighteenth century. 
BTtiyin- Cassiodorus (c. 490-585) was the prime minister of at least 
^wiorus ^^^^ ^^ ^^^ ^^'y barbarian emperors, or Gothic kings, and thus 
educition serv'cd them as the interpreter of Latin cultiu'e as well as the 
exponent of their will to the conquered Romans. The latter 
half of his long life was spent in a monastery which he himself 
had founded. Here he wrote for his monks commentaries, text- 
books and an educational treatise containing a presentation of 
the seven liberal arts, Cassiodorus laid much emphasis upon 
study by the monks, urged them to give attention to classical 
writings, and directed that those without interest in letters 
should devote themselves to agriculture. These should read 
Cato, Columella and others writers on agriculture. Much of 
his wealth he devoted to the collection of manuscripts. It was 
through his influence that the custom of copying these as a spe- 
cific part of the work of the monasteries, became established. 
To the influence of Cassiodorus was largely due the dissemi- 
nation of the custom, begun by one of his monks in 562 A.D., of 
dating from the Christian era. 
mologies Isidore (c. 570-636), bishop of Seville, is the distinctive rep- 
sidore rcsentative of the mediaeval learning. For his monks and clergy 
he composed an encyclopedia called Origines or Etymologies^ 
which purported to be a summary of all knowledge worth 
knowing. This served as a common text in all the sciences. 
To gain a general survey of the text-books of the early Middle 
immars Ages, there should be added to these few works the Grammars 
of Donatus (c. 333-400), and of Priscian (c. 500) and The 
Dislychs of Cato (said to be the work of Cato the Elder, 2-a4- 
149 B.C.). This latter was. a selection of moral sentiments) in 
versified form, illustrating grammatical and rhetorical structi] 
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§ 3. THE CASOLINGIAN ilXVIVAL OF LEARNING 

THE WORK OF CHARLES THE GREAT (r. 771-814).— Theftuk 
The one important aspect of educational history from the seventh °f •*«»» 
to the twelfth centuries that was not wholly monastic, was the tonic ei» 
revival of learning under the Emperor Charlemagne. The task ™^'' *^ 
of this great emperor was to unify, the work of the Teuton and 
_ that of the Romarij to adjust the barbarian Frank to the Rontftn 
culture, to transfer the foimdations of social organization to 
the German, who was hereafter to build upon it the structure 
of modem society. The transfer of the religious element had 
been made through the Holy Catholic Chiu:ch, and the barba- 
rians were now at least nominal Christians. Through the Holy 
Roman Empire, established by Charles in 800, the political 
and legal structure of society was finally accepted by the Teuton. 
There remained to be added to these forms of external unity, ■ 
that internal unity .which consists in a community of ideas, of 
language, and of the Cultural elements of social life. It was 
the ambition of Charles to bring about this union, by the adoption 
of the Latin language, of the learning of the Church, and of 
such of the Roman culture as survived, 

In 782 Charles called Alcuin from the cathedral school at Ttiepdi 
York to assist him in this work. For a century or more pre- J?^™ 
ceding this time, Irish monks had been largely instrumenttd in 
missionary and educational activities on the Continent, and the 
chaplains of the court of the Merovingian kings had in a way 
attempted to foster learning. But this school of the palace was 
.developed by Alcuin into a dehnite institution, patronized by 
Charles himself, by other members of the royal family, and by 
the youth of the nobility. From it Charles drew many of his 
assistants in the adminbtration of his great empire. While 
the work of the school was very meager in its literary character, 
yet its importance was great owing to the influence which it 
exerted as an example. In 787 and following years, Charles 
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issued his capitularies upon schools, which have been considered 
by some, though in a somewhat figurative sense we believe, 
to be the foundations of modem education, — **the charter 
of modem thought." They commanded the study of letters 
both by the clergy and by the monks. 
5 capitu- The capitulary of 789 says: '*Let every monastery and every 
tfia and 3,bbey have its school, where boys may be taught the Psalms, 
reforms the System of musical notation, singing, arithmetic, and grammar; 
^22SL ^ ^^^ ^^^ ^^ books which are given them be free from faults, 
and let care be taken that the boys do not spoil them either when 
reading or writing." Charles's officials, the missi dominiciy 
were empowered to visit all monasteries, in order to enforce the 
provisions of these edicts and to see that the monks lived ac- 
cording to their rules. At least in one bishopric, that of Orleans, 
there was an attempt to carry out similar provisions in regard 
to the parish churches, and thus to form a system of elementary 
schools. This gives basis to the extravagant claim that elemen- 
tary education for the lower classes was more general in France 
in the eighth century than in the early half of the nineteenth 
century. The other extreme of interpretation is given by Gibbon, 
who summarizes the whole movement by saying that *' the em- 
peror strove to acquire the practice of writing, which every 
peasant now acquires in his infancy." 
;uin as Alcuin (735-804), on account of his influence upon Charles, 

^^^ as seen through these various edicts, is generally regarded as the 
most important educator during the first half of the Middle Ages. 
The abbacy of Tours, which Charles bestowed upon Alcuin in 
794, was the most important ecclesiastical office in France. 
Its landed possessions were almost a department in extent, and 
it was offered as a reproach to Alcuin that he was master of 
twenty thousand slaves. This monastery Alcuin made the* 
center of learning in France as well as the center of influence 
in the Church. To him flocked the youth desirous of learning, 
and from the monastery went out an ever increasing stream of 
influence in the work of his pupils and disciples, in numerous 
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monasteries throui^liout tlie land. In Aleuin\s later years, his 

ideas of education grew more restricted. He rejected the study His ideas 

of the classical hterature, to which as a youth he himself had ^}^^^ 

■ ^ tion were 

been addicted; he emphasized the ascetic aspect of the monastic narrow 
training; he limited his pupils and the monasteries in general 
to the study of the sacred writings. On the other hand, he took 
pains to build up a great library at Tours, sending copyists 
to England for this purpose, and encouraged a like activity 
and interest in the other monasteries. Though his learning 
was probably as great as that of any one of his centiuy, yet his 
scholarship was limited. His great service was t o b ri ng l earning 
to the support of the Church, and in conjunction with Charles 
to demonstrate that intellectual training was quite as essential to 
the welfare of society as efforts at purely religious and moral 
betterment. 

Following Cassiodorus, with whose writings he was familiar, Educ«tio 
and from whom he borrowed in his own writings on the liberal ai^uI^ 
arts, he identified these latter with the seven pillars of the temple 
of wisdom and thus gave Biblical sanction to such study. He 
himself wrote on Grammar ^ on Rhetoric, on Dialectic , on ArUh- 
meliCy and on The Seven Liberal Arts. The treatises on the 
special subjects are in the catechetical form, — that of question 
and answer, — so familiar for centuries to come. Some of them 
are almost puerile in character. The arithmetic consists of 
fifty-three propositions, of which forty-five are in simple reck- 
oning. Many are in arithmetical and geometrical proportion, V 
with little or no idea of principles involved. Several are trivial 
catch questions of modem almanac variety, such as " After a 
farmer has tinned thrice at each end of the field, how many 
furrows has he drawn?" Alcuin's reputation as a scholar 
depended upon his several works on grammar. 

Rabanus Maurus (776-856) was the ablest and most noted Theschc 
pupil of Alcuin. As the abbot of Fulda, the first and most im- *^ ^*^^* 
portant monastery and school in North Germany, he exerted Rabanus 
an influence in this region similar to that of Alcuin in Frank- 
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land. Like Alcuin, he had some slight knowledge of Greek, 
but being of .more virile mind his chief interest was in dialectic 
instead of in grammar. Dialectic he terms the science of 
sciences, which teaches us how to teach and how to learn. 
One of his important works, The Education oj the Clergy, con- 
tains a treatise on the seven liberal arts and hence covers the 
entire field of education of his day. 
e begin- Joannes Scotus Erigina, or John the Scot (c. 8io-c. 875), 
SmHc ^^^ ^^^^ noted successor of Alcuin in the palace school, was 
:ussion called by Charles the Bald, about 845, from the British Isles 
^° '^ as Alcuin had been by Charles. Of greater scholarship than 
either Alcuin or Rabanus, he introduced the study of the Greek 
language and brought a wider knowledge of the ancient learn- 
ing, especially of the Greek Fathers, than had hitherto been f oimd 
among the Teutons. With a much more liberal attitude toward 
the pagan authors, with whom he had a fairly wide acquaintance, 
he made the work of Capella the chief text in secular learning 
in the monasteries. Of more vigorous mind than any of his 
predecessors, he laid more emphasis upon the study of dialectic 
than had any before him. Being somewhat heretical in his 
views, he stimulated an unprecedented activity in theological 
/discussion. With John the long conflict between realism and 
t nominalism really begins. The work and influence of Rabanus 
. Maurus and John the Scot lead directly to the great revival 
, of intellectual interest in the eleventh and the twelfth centuries 
which will be discussed imder scholasticism. 



§ 4. SCHOLASTICISM. EDUCATION AS AN INTELLECTUAL 

DISCIPLINE 

NATURE OF SCHOLASTICISM. — Scholasticism is the 
term given to the type of intellectual life, and hence of edu- 
I cation, that prevailed from the eleventh to the fifteenth century 
; inclusive. It was largely responsible for the prigin of univer- 
sities and represented the work of these institutions for three 



/ 



Middle Ages: Education as Discipline 129 

or four centuries. Scholasticism produced a vast literature Sdidastt 
which possesses very distinct characteristics of its own. Its ^^^ 
aim was definite, though narrow; its subject-matter restricted; intcUcctu 
its method keen and subtle; its outcome fruitful in the develop^ dominate 
ment of certain mental traits and abiUties. As a type of in- during th 
tellectual life, scholasticism has been as grossly abused and as Ages 
much underestimated during the centuries following its over- 
throw by the Renaissance movement of the sixteenth century, it is not 4 
as it was over- valued by its own devotees. Scholasticism is ^^?^. 

^ pnnciplei 

not characterized by any group of principles or beliefs, but is 
rather a p>ecuUar method or type of intellectual activity. 

THE^PURPOSE OF SCHOLASTIC THOUGHT. —The dom- With the 
inant characteristic of the intellectual life of the early half of downo? 
the Middle Ages was the attitude of unquestioQfed obedience mediaeval 
to authority; of receptivity to all doctrines, statements or inci- thc*cTe^ 
dents sanctioned by the Church; of dependence upon formal suited a 

new tvDe 

truths dogmatically established; of an antagonism to any state thought 
of doubt, of questioning or of inquiry as wrong and sinful in 
itself. By the eleventh century a new attitude was necessary, , 
Heretical views had crept in from the East and had to be met 
by argument as well as by force. A few men of exceptional 
learning, especially John the Scot of the ninth century, had 
sug^sted many questions that could not be ignored. The 
study of dialectic, which had received new and unprecedented 
emphasis from the time of Rabanus Maurus, had stimulated 
an interest in intellectual activity and in the logical formu-' 
lation and statement of religious beUefs. The Crusade move- 
ment had broken down the isolation and the rusticity of the 
people of the West through their contact with the variety of 
beliefs in the East. All these changes stimulated new intel- 
lectual interests and made it necessary to state religious beliefs 
in new forms. 

yrhe purpose of scholasticism was to bring reason to the sup- Support < 
foort of faith; to strengthen the religious life and the Church ^J^^ 
Dy the development of intellectual power. It aimed to silence 
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(a) to sys- 
tematize 
knowledge; 



all doubts and questionings through argument. Faith was, 
however, still considered superior to reason. The credo ui 
intellegam ("I believe in order that I may understand") of 
Anselm was the dominant principle throughout the period. 
Church doctrines had long been formulated; they were now to 
.be analyzed, defined, systematized. 
Educational Educationally, the purpose of scholasticism was included 
^2^/*^ within this broad purpose. Scholastic training aimed to de- 
dsm, (i) to J^velop the power of formulating beliefs into a logical system and 
^^J^^ the power of presenting and defending such statements of 
diqpiatation; beliefs against all arguments that might be brought against 
them. At the same time it strove to avoid developing an at- 
titude of mind that would be critical of the fundamental prin- 
ciples already established by authority. In a more general 
way the aim of scholastic education was to systematize knowl- 
edge and thus give it scientific form. But to the scholastic 
mind knowledge was primarily of a theological and philosophi- 
cal character. The scientific form valued was that of deductive 
^ logic. In this, the aim of scholastic education was brilliantly 
successful. Most exhaustive systems of knowledge, compassing 
the whole range of their interest, were elaborated. In some 
cases these systems were of such profundity that they have few 
rivab in more modem times and even yet serve as both basis and 
content of the intellectual life of large portions of modem society. 
The third aspect of the educational purpose of scholasticism was 
to give to the individual a mastery of this knowledge, now 
reduced to propositions and syllogisms, all systematized into a 
logical whole. 

' THE CONTENT OF SCHOLASTICISM. — Scholasticism was 
the complete reduction of religious thought to logical form. 
Since this organization was furnished entirely by the logical 
writings of Aristotle, scholasticism is often defined as the union 
of Christian beliefs and Aristotelian logic. All other phases 
of knowledge were subsumed under the religious. All legiti- 
mate knowledge had to be sanctioned by the Church; it 
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bad to be given its place in the system of scholastic thought gitcd ■ 
and reduced to the appropriate logical form. To do this was ^^ 
the task of the Schoolmen. 

The primary interests of the times were in the great doc- suteme 
trines of the Church concerning justification, predestination, ^^^ 
the Trinity, the freedom of the will, the doctrine of the eucha- umuoi 
jrist. The proper philosophical statement of these and o( '^ll 
"Smilar doctrines, the reduction of all to a harmonized system, 
their presentation with answers to all objections to the ortho- 
dox view and with refutations of all unorthodpx interpretations, 
constituted the content of scholastic literature/ Now it happeneij 
that during the very same period when circuinstances emphasized 
the necessity of supporting by reason the beliefs of the Church, 
a certain fragmentary knowledge of the fundamental philosoph- 
ical problems discussed by Plato and Aristotle became prev- 
alent. In the very nature of the problem, the interpretation 
of the orthodox views came to depend upon the acceptance of 
some such view of the nature of reality as that of Plato, and the 
heretical theological views became bound up with a metaphys- 
ical docfrine contradictory to that of Plato. 

Plato's views that ideas, concepts, universals, constituted the Wanim 
/only reality, became accepted by the orthodox Schoolmen imder 1 ' 
jl the name oi realism. By the Schoolmen such general concepts : 
were regarded as the archetypes in the Divine reason, and the \ 
various phenomenal existences and the species were regarded 
as merely copies or reflections of these thoughts of the Deity. 
, The view that such ideas or universals are only names, and that 
;'j; reality consists in the individual concrete objects, — in the 
* species of Aristotle, — was termed nomintUism. The conflict 
between these two schools of metapEiysicians continued long 
and loud, through four centuries and in innimierable volumes. 

But these views were of more than metaphysical interest; Prmctia 
they compassed all interests. Consider, for a moment, the ^J^5 
application of the views of the fundamental doctrines pre- iophia. 
viously suggested. At this period the doctrine of transub- ™** 

( ■ ! 
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stantiation had peculiar practical importance, on account d 
growing heresies, especially the Manichean. Believing thai 
all matter was evil, the followers of Manicheus held that Christ's 
life was only an appearance and that the true God was not the 
God of the Old Testament. Now if ideas, i.e. what Plato called 
substances, are reaUties, as the realist held, and are hence in- 
dependent of the accidents, attributes or qualities which identify 
them in the concrete and which to the nominalist constitute 
the only reality, then it is possible to distinguish between the 
substance and the accident, and it is possible to conceive of 
a change in the substance without any corresponding change 
in the attribute. Thus the Church justified its belief in the doc- 
trine of transubstantiation, or the actual change in the bread and 
wine of the sacrament of the Lord's Supper. Thus this sacra- 
ment of the Church, wherein contact between Christ and the 
flesh was demonstrated daily, was an answer to the heresy that 
the divine could not have lived in contact with a wicked world. 
The explanations of other doctrines were very similar. So these 
philosophical views furnished characteristic solutions to all 
theological problems, 
latscho- The educational content of scholasticism consisted in the 
1^***^ most noted of these systematized schemes of learning, with 
the innumerable comments upon them. During the twelfth 
and thirteenth centuries the two most noted of: these were con- 
stnicted, — The Sententia of Peter the Lombard (c. iioo- 
c. 1 160) and thte Summa Theologica of Thomas Aquinas (1225- 
1274). The former of these was the most generally used text- 
book of the remaining scholastic centuries. The latter was, and 
yet remains, the most complete and thorough presentation of the 
knowledge of the times, or, to be more exact, of the theology of 
the Chiurch. It is still accepted by the Roman Catholic Church, 
as the orthodox presentation of its beliefs. 

Preliminary to the mastery of such summaries of knowl- 
edge, scholastic education demanded the mastery of the science 
of logic or dialectic as a preparation for the practice of the art 
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In general, the content of scholasticism and of scholastic educa- 
tion deals with the abstract and immaterial; while the tendency 
in current education is to reject all subject-matter of this nature 
and to deal only with that which is concrete and material in 
character. 




THE FORM OF SCHOLASTIC KNOWLEDGE. —The idea Lopck 
of organizing knowledge according to the mental development ^^5^ 
of the student is an idea of much later development. The com- jecu oi 
plementary principle, that of ' organization based upon the logic f^*^ 
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of the subject^ was fixed upon education for many centuries 
by this period of scholasticism. Hence in the introductory 
subjects, such as grammar, which the child first attempts in his 
school work, the most formal logical arrangement was adopted. 
N^The subject was presented to the child for his mastery in the 
order in which it appeals to the most mature mind. Previous 
to this time, the catechetical arrangement, that of questions and 
answers, was much followed, even in treatises upon the seven 
liberal arts. But with scholasticism the systematized, logical 
form prevailed almost to the exclusion of the other. 
» method THE METHOD OF SCHOLASTICISM was that of logged 
i^ analysis.' In reality there were two distinct methods used by 
the Schoolmen and in the universities as well. The one in most 
general approval was the_ajaaljtical. The entire subject if 
a treatise by a Schoolman, or the entire text if a course of lectures 
in the university, was divided into appropriate parts, then into 
heads, subheads, subdivisions, etc., down to the particular 
proposition of each sentence. Each topic was examined most 
minutely after the manner of Aristotelian logic, imder ^the 
headings of formal, final, material and efficient causes;' of 
literal, allegorical, mystical and moral meaning. Thus with 
analyzed text and comment upon the basis of each division, 
the student was overwhelmed with a multitude of fine meta- 
physical distinctions, 
method The Other and freer method was that of stating the propo- 
lultipic sition, then the several possible interpretations with the diffi- 
m culties of each interpretation, with the final selection of the 

favored one. The solution favored gave rise to other problems* 
these in turn suggested varying solutions with their appropriate 
answers. In respect to definite conclusions and to the S)rste- 
matic arrangement of knowledge, this method was inferior to 
the former. But in its stimulus to thought, to the freedom of 
inquiry, and to general progressiveness, it was far more bene- 
ficial i't^ its influence. 
DEVELOPMENT OF SCHOLASTICISM. —The doctrinal 
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disputes in dialectic form, especially those concerning transub- Scotut 
stantiation, began with Scotus Eijgina and his follower Beranger "*^ 
(d. 1088). Then logical and philosophical interests were wholly 
subordinate. During the eleventh century the conflict between 
realism and nominalism became definitely formulated in the 
discussions between Anselm (c. 1034-1109) and Roscellinus AnKlm 
^d. 1106). Anselm was called the father of scholasticism. 
The critical work of Roscellinus was continued by one of his 
pupils, and one of the greatest of the Schoolmen, Abelard Abdard 
(Petrus Abelaxdus, 1079-1142), who, however, opposed the 
extreme nominaUsm of one of hfe teachers as l^e did the realism 
of William of Champeaux, his other teacher. /His philosophical' 
position, strikingly similar to that of Aristotle — a fact then 
unknown — was the compromise view of concepiwdism./^ h.c\ 
cording to this view imiversab are existent, though not inde-j 
pendent of the phenomenal form in which they exist, save aa 
conceptions in the divine mind before creation. AJbelard's 
position regarding the great philosophical question was a con- 
ciliatory one ; but his real in0uence, and bis writings in general, 
were far from it. His most in0uential work, 5m: rf Non (Yea 
and Nay), was a collection of passages from the Bible and from 
patristic writings, designed to show the conflicting ideas or 
views of the religious and ecclesiastical authorities, but givii^ 
no decision concerning their solution. Consequently inquiry 
was stimulated and the unportance of research emphasized. 
But the unanimity of ecclesiastical authority being ques- 
tioned, doubt was thrown upon its reliability. Abelard 
' held that reason was antecedent to faith, and that much of 
Christian belief could be supplied by reason. The arrogance 
of ecclesiastical authority was thus shattered. Though the 
man and his writings were condemned, his life bhghted by per- 
secution, and his views regarded as heretical, yet his influence con- 
tinued to exist as one of the most powerful forces in scholastic 
thought during the following period. 
The thirteenth and the fourteenth centuries constituted the 
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! great period of /the complete dominance of scholasticism. During 
^es^ this period philosophy and theology seem to have been in com- 
plete sympathy; the widest extensionjs\r.as given to philosophical 
thought in its Christian dress ; theological views were elaborated 
into most perfect and complicated systems; reason and faith 
were in fullest accord. 
• work THE GREAT SCHOOLMEN. —The first of the Schoohnen 

ctf^Ac*" ^° ^ acquainted with the entire philosophy of Aristotle and to 
it School- employ it in the service of theology was Alexander of Hales 
^ (d. 1245), ^*^ Irrefragable Doctor, author of Summa TheologuB. 

Bonaventura (1221-1274), The Seraphic Doctor, a Platonist 
rather than an Aristotelian in his philosophy, represented as did 
the Victorines of the preceding century the mystical tendency 
; in thought and education. Albertus Magnus (i 193-1280), 

called The Universal Doctor, was the first to reproduce the phil- 
osophy of Aristotle in systematic form and with constant refer- 
ence to the Arabic commentaries that constituted so large a part 
of the new knowledge of the times. Thomas Aquinas (1225- 
1274), The Angelic Doctor, was the most influential of alL 
In his great work (p. 131) he represents the culmination of 
scholasticism, and is its authoritative exponent both in his own 
period and in subsequent times. Joannes Duns Scotus (c. 127 1- 
1308), The Subtle Doctor, was famous as a founder of a school 
of theology rival to that of Thomas; his work, however, was 
rather of a critical and negative than of a constructive char- 
acter, 
liam of The long line of great Schoolmen was closed by William of 
'^^^ Occam (i 280-1347), The Invincible Doctor, who revived again 
ce of the nominalistic views. His work was rather an attack upon the 
iinaiism g^^jj-g realistic system than a formulation of specific doctrines. 
In general, Occam denied that theological doctrines could be 
demonstrated by reason, and held that they were wholly matters 
of faith. He held that particulars alone were real and that uni- 
versal were mere conceptions of the mind. Thus he prepared 
the way for the careful, concrete study of the objects of nature 
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uid <A the mind. Whatever was vital to the spirit of progress 
now lived in nominalism only, and soon passed over into 
the new spirit of the fifteenth-century Renaissance. The old 

' scholasticism persisted, but it no longer represented the pro- 
gressive intellectual life or the most vital educational ideas and 
procedures. 

MERITS Am) DEMERITS OF SCHOLASTTC EDUCATION, interoti 
—The first great limitation of the Schoohnen, and one sufficient ^^^ 
to call forth the condemna.tion of the modem mind, is that they ityof coi 
.never stopped to inquire concerning the validity of the material ='"*'<"' 
with which they dealt or to ascertain whether they had all the 
data before attempting the conclusion. ' A second and related 
limitation is that the material they dealt with was abstract and 
■ metaphysical and was not supplemented by any knowledge 
'<rf the concrete and physical. The truths they reached pos- 
sessed only formal value. Such truths would affect primarily Formd 
the thought life, and only indirectly and remotely the conduct ^^1^ 
' of the people. One further decided limitation of the Schoolmen 
was the fact that much of their discussion possessed no reality ; 
not only no reality in the concrete world of everyday life, but also 
no validity in thought. Much of it consisted merely of endless 
and profitless discussions about words and terms. Even against 

the greatest of the Schoolmen such a criticism is often valid. 

On the other hand, much of the modem contempt for the School- 
men in this respect is based upon a failure to apprehend their 
point of view and their interest. To them all questions must 
be given a philosophical form and a theological bearing. Hence 
such trivial or even sacrilegious questions as those which are so 
often quoted as indicative of the puerility and utter worthlessness Chuge 
of scholastic learning in reality deal with subjects regarded as of ^^^ 
vital importance in our own times. " How many angeb can misundei 
stand cm the point of a needle ? " " Can God make two hills "^""°« 
without the intervening valley?" "What happens when a 
mouse eats the consecrated host ? " — all such questions con- 
<*al beneath their simple form the profound inquiries concerning 
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the relation of the finite to the infinite, the attributes of the in* 
finite, the nature of reality. Give them a form that only the 
trained metaphysician can understand and they constitute the 
profimdities of modem thought; give them such form as the 
untrained adult or the youth just beginning his course of scho- 
lastic studies can comprehend and handle, and they form the 
** monstrosities " of the Schoolmen. 



§ 5. THE UNIVESSITIES -. ^ 

m out ORICni OF UMVERSmES. — Under the stimulus of the 

\^l^T interest in dialectic, a number of schook connected with the 

ic moYe- ' 

It and cathedrals and monasteries sprang into prominence in the later 
^IJjJ^ eleventh and early twelfth century. The essential elements of 
ic ttmes the early imiversity — the students and the teachers — were 
foimd at Paris before the middle of the twelfth century. With 
the eleventh century western Europe, especially the Church, 
began to throw off the incubus to enterprise and the obstacle to 
greater intellectual freedom that existed in the belief that the 
millennium was at hand. The fact that during the tenth and the 
. eleventh centuries the Northmen, the last of the migratory 
Teutons, accepted a settled life and gave to France and England 
a period of comparative peace, permitted a development of the 
interests of a stable civilization. Though they showed little 
appreciation as yet for the cultural aspects of life, these same 
Normans, in fact the Teutons in general, were endowed with 
virile gftnds. Hence they were drawn to dialectic discussion, 
as they opuld not have been to a mere literary study of apprecia- 
tion; and more and more, as other lines of activity were reduced 
to the orderliness of a complex society, they turned their genius 
into Intellectual lines. This new Teutonic blood affected Italy 
as well as England, France and Germany. The papacy and the 
Church in general^ had recovered from its period of greatest 
degradation, and through its struggle with the Holy Roman 
emperors had acquired new strength and new interests. This 
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affected intellectual pursuits and stimulated the study of dialectic, 
theology and canon law. The development of commercial 
enterprise and mimicipal government, especially in the Italian 
cities, stimulated secular interests and secular learning. Mean- 
while the Crusade movement had begim. The isolation of Euro- 
pean society — which imder early f eudaUsm had not really been 
one society but a series of isolated groups — was broken down. 
The communication of ideas was stimulated and the intellectual New int 
horizon expanded immensely. It was discovered that the " bar- ^?*** ^ 
barians " of the East had reason to consider, in turn, the people 
of the West as " barbarians." The attitude of inquiry and of 
freedom of opinion, which belonged to the East, began to 
affect the West. This contact with the East and with Saracen 
learning, not only brought to Europe a knowledge of Arabic 
culture and science, but it also furnished in the thirteenth 
century a completer knowledge of Aristotle and of Greek 
piposophy. 

These influences combined in varying proportions: no two Nouni- 
universities were founded by the concurrence of exactly the ca'Swo 
same circumstances. Each had some causes of origin peculiar origin of 
to itself and all the earliest ones were, in reality, schools where y^^^ 
one or two special studies were pursued. 

THE FOUNDING OF THE UNIVERSITIES. — In southern 
Italy, where the contact with the Saracens, the Normans, and the 
old population of Greek origin was intimate, and where a more 
direct acquaintance with Greek literature was preserved, there 
had grown up, in connection with the monastery at Sakmo, an Saicmo 
! i nteres t in the study and practice of medicine. I The wirk and 
teachings of the monks along these lines were stimulated by the 
first Cnteade and the fame of this school was spread abroad by 
the returning knights. Under the shadow of the monastic in- 
fluence there grew up a school for the teaching of medicine, 
which lin a way became the first university.^ In 1224 the school 
was imited with that of the neighboring city of Naples and char- 
tered by Frederick II as the University of Naples. 
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In the northern Italian cities, struggling as they were with the 
German emperor for their rights, a new and vital |nterest ^w 
up in Roman, lawj The emperor based most of his claims to 
authority upon the rights of the old Roman emperors; the 
cities sought to check these claims by a knowledge of charters, 
of edicts, and of legal Umitations that had long been forgotten. 
There grew up in several of these cities schools for the study of ! 
law. That at Bologna was made famous by the greatest of these f^ 
early teachers, Imerius (1067-c. 1138), in the same manner thaiW 
Paris had been raised to distinction by Abelard, and 1 
numbers of students collected here. _A 

These bodies of students and teachers were given privil 
in the form of a written document from emperor or pope, which lU 
became the charter or charters of the institution. It was onlyW 
much later that an institution was organized by conferring on it 
outright all desired privileges. At Bologna the first charter was 
given by Emperor Frederick I, in 11 58. Paris received its first 
recognition from Louis VII in 1180 and was recognized by the 
pope about the same time. Its full recognition came in 1200. 
^ At Oxford and Cambridge the date of the formal recognition by 
charter is yet more difficult to determine, but it was somewhat 
later, j In all these cases the large groups of students and teach- 
ers had existed for some time previous to charter organization, 
and schools had existed imder monastici or Church control in 
all these centers for an indefinite period. y 

Chartered institutions, that is those possessing special privi- 
leges, quickly came to exert peculiar influence and were rapidly 
multipUed. ; During the thirteenth century nineteen of these \ 
institutions were created by popes and monarchs; during the 
fourteenth, twenty-five more were added; and during the -. 
fifteenth, thirty more. >-• 

STRUCTURE AND ORGANIZATION OF UNIVERSITIES. — 
Other features of the universities that distinguished them from 
previous schools were their government, democratic in its 
nature; their location in centers of population rather than in 
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remote spots, such as those sought by the monasteries; and their 
special privileges, legal and pecuniary. 

Privitoges of Universities. — In general, these charters con- Univer 
ferred upon all masters and students, and even upon their ^^^ 
attendants, the / privileges of the clergyj Such privileges ex- theCh 
empted students from ofl&cial service; from military service, 
except under specific limitations {e,g. at Paris only when the 
enemy were within five leagues of the city wall); from taxation, 
especially the petty local exactions; from contributions, etc. 
One of the most important of these privileges was that of internal 
jurisdi ction. Just as the clergy had obtained the right of trying <rf juris 
their own members in all civil and many criminal cases, so in own mi 
turn the imiversities developed much the same power over their bcra; 
own members and their adherents. The civil, or at least poUce 
jurisdiction, which the German university yet exercises over its 
student members, and the special favor of a privileged standard 
of conduct which the American college student claims, are 
survivals of this once extended right. The other important 
privilege of universities is that of granting the degree, which of gran 
was merely the license to teach. Previous to this time this ^'^'^ 
privilege had been granted only by the Church through the 
archbishop, the bishop or one of their subordinate oflScers; 
and thus the Church had controlled the method and the content 
of teaching. 

These privileges possessed a sanction not granted by 
charter but developed by usage, known as cessation the right 
of "striking" or of moving the imiversity, if its privileges 
were infringed. Thus the importance of Oxford dates from 
a migration from Paris in 1229; the importance of Cambridge 
from a similar disturbance at Oxford in 1209. 

The Nations and the University. — These privileges had to be Divisioi 
conferred upon more definite bodies of people than the studium ^^^j 
generale. The most natural division of these heterogeneous body in 
masses of students and teachers, drawn from all over Europe at ^^ 
a time when territorial lines were very indefinite and national 
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distinctions were more genetic than territorial and political, 
was that of language and kinship. Hencej students and masters 
organized into groups according to their national aMiations. 
And it was to th ese watfon^ singly, or more often in group organi- 
zation, that privileges were granted. Such a body was called 
unvuersitas tnagistrorum et scholarium. The term unwersUas 
means primarily '^ all of us," and had the general significance 
of our word corporation or association or company. In time, 
but not imtil the fourteenth century, this one word came to 
be used instead of the previous more general term. 

igama- At Paris there were four nations, the French, the Normans, 
the Picards, and the English (after the Himdred Years' War 
began, the last was changed to German). In Bologna there 
were at first four imiversities; then two, the Cisalpine, consist- 
ing of seventeen nations, and the Transalpine, of eighteen. 
Finally, all were amalgamated into one organization. 

facui- The Faculties. — The organization of the nations had to do 

\^^^ with conduct, civil rights, and ecclesiastical jurisdiction. It had 
little direct reference to the studies. In time, however, it be- 
came necessary to regulate studies and methods, — in fact, 
•scholastic procedure in general. 1 The faculties were therefore 
a somewhat later development than the nations. ) The term 
itself, quite as indefinite as the term university, simply meant 
. knowledge or science; but in time it was applied to a depart- 
ment of study, as faculty of law, theology, arts, etc., and finally 
to the body of men, previously termed consortum tnagistrorum^ 
that had control of a particular department of study. This 
body was originally composed of all who had taken their 
degree, and as it developed, obtained control of the granting of 
degrees. 

rector Governing Body and Other Officials. — The nations elected, 
usually annually, a procurator or councilor; each faculty, a 
dean; and these representatives together, a rector of the imi- 
versity. This official head of the university possessed only 
delegated power, was usually elected annually, and in the South 
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was usually a student. By the sixteenth century, these head 
officials had become for the most part political appointees, and 
the nations had long since lost all material authority. 

DEGREES. —The nature cA the degree and of the entire nxutt 
work of the university can best be understood by a compari- ^^ 
son with some simpler as- I 
pects of mediaeval life j 
which the student life par- 
alleled. Such, for example, 
is the chivalric education, 

rt. with its seven years of train- 
ing as a page and seven 

;x years as a squire preceding 
the acquirement of full 

"-knighthood (p. 149). A 
similar parallel can be 
found in the making of a 
master in any aaft or mer- 
cantile pursuit, where the 
youth had first to serve 
seven years as an ap- 
prentice; then as a journey- 
man he served under a 
master for a further period, 
during which he received 
a wage; finally, he became a master possessing full rights 
in the guild. In quite a similar way the youth of thirteen 
or fourteen who wished to study the liberal arts, or to prepare 
himself for teaching, was obliged when he appeared at the 
university to enroll hinaself with a master who was, for the time- 
being, responsible for him. Here he served an apprenticeship Theedi 
of from three to seven years, until he learned to read the ordinary ^^'' 
texts in grammar, rhetoric and logic, and to define the words and 
determine the meaning of phrases, and the use of terms and 
classifications. When he could define and determine, he 
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.\ • continued his studies and at the same time, as a journeyman 

workman, gave instruction under the direction of a master to 

the yoimger boys. After this further period of study, in which 

he familiarized himself with the required texts and learned to 

c^rry on logical disputations, he was permitted to demonstrate 

r sub- this ability, as a journeyman workman makes a " masterpiece," 

ister^ by defending in public a thesis. His opponents were the 

5 "is • members of the faculty, or those who already possessed the 

*j.^ degree, since these were the " masters " of the Arts which he 

' professed. This having been done successfully, he was given 

the degree, the licentiate, the mastership, the doctorate — 

whatever it might be called. Master, doctor, professor, were 

S)monymous terms in the early university period. Such a 

degree signified that the possessor was able to dispute as well 

as to define and determine, and authorized him to teach publicly, 

ix. admitted him to the " guild " of teachers. He was now on 

a parity with other members of the faculty, and could teach in 

the free competition into which they all entered. 

bacca- The preliminary degree, the baccalaureate, was in the be- 

a'prc- g^i^g simply formal admission to candidacy for the license, 

lary and was not a degree in itself. During the fifteenth century it 

^ became a distinct stage in the educational process and hence 

quite w^ell defmed as a minor degree. 

lastic THE METHODS AND CONTENT OF UNIVERSITY STUIV- 

lES have been discussed under scholasticism. After the opening 

of the thirteenth century, the course of study was determined 

by papal bull or university statute. In the school of arts were 

used the grammatical works of Priscian, a work on grammatical 

»-books figures by Donatus, the logical works of Aristotle given through 

'^ "* Porphyry and Boethius. The Categories and the de Interpreta- 

tionc of Aristotle, and the Isagoge of Porphyry, from which 

originated the rcalistic-nominalistic controversy, were known 

in the translations of Boethius. The remainder of the Organon 

was known only through summaries or other writings of Boethius. 

To these latter the greatest attention was given, and much time 
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in addition to the long hours in the lecture room was spent in 
listening to endless disputations or participating in them. 
At Paris the statutes of 1215 introduced the E^ics of Aristotle, Domina 
and in 1255 his Physics, Metaphysics apd his treatise On the "***** 
Soul were added. These works of Aristotle, previously inter- 
dicted at Paris, had been introduced somewhat earlier in other 
universities. Elsewhere some other introductory works on 
logic might be substituted. Up to the middle of the fifteenth 
century, Aristotle controlled the work of the universities. The 
study of logic dominated the trivium, and rhetoric was given no 
attention whatever. -Tbe-^tndy of geometry and astronomy 
had made some '-progress, especially in the Italian universities 
and in the University of Vienna. The work of the professional 
faculties consisted, likewise, in the study of a few fun- 
damental texts together with innumerable commentaries upon 
them. 

The early university education was wholly an education Aacdun 
of books, with a very limited selection in each particular "f*"**" 
field, but still those that were looked upon as furnishing 
, in the written word absolute and ultimate authority. It was ■>; 
directed much more to the mastery of form and the develop- 
ment of the power of formal speech, especially argumenta- 
tion, than to the acquisition of knowledge, or to the pursuit but did < 
of truth in the widest sense, or even to familiarizing the '^P^ 
student with those literary sources of knowledge which, though debate 
lying within his grasp, were outside the pale of orthodox ecclesi- 
astical approval. \ 

THE INFLUENCE OF EARLY UNIVERSITIES. —The PoUtieal 
political influence of the universities, both direct and indirect, ^"""^ 
was marked. They furnished the I first example of purely 
democratic organization! 'Freedom of discussiod concerning 
political as well as ecclesiastical and theological matters here 
found its first home. While for the most part the sympathies 
of the universities would naturally be with the privileged classes, 
whose privileges they themselves bad obtained, yet the university 
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often became the mouthpiece of the common people in opposition 
to king or priestcraft, 
some The right of the university to a voice in the government, to a 
^^ seat in the parliaments of France, England, Scotland, is a 
lught recognition of this political authority and of the fact that the 
: speech university had become a great " estate." Questions of state 
and of controversy between state and Church, such as the 
divorces of Henry VIII of England and of Philip of France, were 
submitted to the arbitration of the universities. iThe university 
often spoke for the nation in opposition to the papacy. In one 
instance the king of France and the imiversity compelled the 
pope publicly to recant his views and to apologize, and in 
another secured the deposition of the head of the Church. 
Largely through the influence of the University of Paris the 
great schism in the papacy and the " Babylonian Captivity " 
were ended. In a similar way the]imiversity became an author- 
ity in the settlement of disputed doctrinal points,' and in the 
determination of questions of heresy. In holding this balance 
of power, it tempered the extreme views of the papacy and 
especially of the papal representatives, — the friar bodies, — 
and thus mitigated, if it did not entirely eliminate, the operations 
of the inquisition in the north of Europe, 
nuius But it was in regard to the intellectual life, restricted, formal 
* *^" and meager though this was, that the greatest influence of the 
imiversity was exerted. Intellectual interests were now crystal- 
lized into a great institution, recognized as almost on a parity 
with Church, state and nobility. This interest and its resulting 
institutional organization were so reduced by the fifteenth 
century as to possess little more than formal life.! Yet even then 
,^ the imiversity provided a retreat for the rare genius who kept 
alive the spark of real intellectual life and so maintained a 
home for the new intellectual spirit when it did come.| How- 
ever hostile it may have been during these centuries to innova- 
tion, to radicalism and to rationalism, yet in preserving the 
spirit of speculation the imiversityjkept alive the spirit of inquiry. 
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And out of it came such men as Roger Bacon, Dante, Petrarch, 
Wydiffe, Huss, Copernicus, — the men who brought the modem 
spirit. 

§ 6. CHIVALRY. EDUCATION AS A SOCIAL DISCIPUNE 

HATUSE AND 0RI6I1T OF CHIVALRY. —Chivalry repre- Chinb: 
sents the organization within secular society of those recognizing ^^^^^ 
the highest social ideals and attempting to realize them through of u id 
definitely established forms and customs. Chivalry was to the J^ ^ 
secular life what monasticism was to the religious life, ^t did tprndio 
not necessarily include all of the nobility, but only those who^^^P 
definitely accepted the highest obligations of a social character. I ifgion* 1 
Knighthood and the chtvalric character were not inherited as 
nobility was. The institution of chivalry represented the 
education which secular society received, and the training in 
knightly ideals and activities formed the only education of the 
members of the nobility. Like all education during the Middle 
Ages, this education was a discipline, both For the individual 
and for the social class; but the intellectual element in it was 
even slighter than in monasticism. 

The origin of chivalry is found in the character and customs OrigiDf 
of the Teutons, in the structure of later Roman society, and in the ^ °j^ 
Christian Church. The Church directed the energies of the »umi«J 
Teutons into particular channels and discovered to them in many ^JJ^ 
of the teachings of Christianity a bond of sympathy between tut*, u 
the Church and the worthier traits of character of the barbarians, j^j^^ 

THE IDEALS OF CHIVALRY form a very different concep- 
tion of personal virtue from that of classical society and involve strenBtl 
some radical modifications of the elements of the early Christian ,1^,^ y 
ideal. In speaking of the leader of the first Crusade, Cornish 
thus describes the knightly character, " We observe in them 
reckless courage, persona! pride, and self-respect, courteous 
observance of the word of honor, if plighted according to 
certain forms, disregard of all personal advantage except 
military glory; and, on the other hand, savage ferocity, de- 
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liberate cruelty, anger indulged in almost to the point of nuul- 
ness, extravagant display, childish wastefulness, want of mili- 
tary discipline, want of good faith alike to Christians and 
infidels." Under chivalry these ideals, constituting the charac- 
ter of a gentleman, were very much more definitely formulated 
than in modem ages. As thus definitely organized, the knight 
summed up all duties of life under his obligations to God^ to his 
lord, and to his' lady, 
lified Chivalry performed for the secular life a service identical with 

^^^ that performed by monasticism for the religious life, in that 
ce it dignified the ideal of jervice and held up to a rude and violent 

peopITthe ideal of obedience to rule and to personal command 
While this organization of society had i ts deme rits, sanctioning 
ortf ostering a contempt for inf eriors\and being (i regulatipn rather 
than an eradication of evil,\ it is difficult to overestimate its 
value in ameliorating the crudities and the barbarities of the 
life of the times through the new attitude toward service and 
o bedie nce. ' 

«iuca- Reverence for superiors, a consideration for inferiors, a gentle- 
piine ness toward the weak and the defehseless, a courtesy toward all 
women, were further amplifications of the ideal of service and 
obedience. A greater gentleness of manner, a consideration 
for others in deed and speech, in fact, a general amelioration 
of manners, followed throughout all classes of society. The 
general ideals of chivalry, its effect upon society and the indi- 
vidual, and, by reference, the character of the education it de- 
manded are indicated in this summary from Cornish: " Chivalry 
taught the world the duty of noble service willingly rendered. 
It upheld courage and enterprise in obedience to rule, it con- 
secrated military powers to the service of the Church, glorified 
the virtues of liberality, good faith, imselfishness and courtesy, 
and, above all, courtesy to women. Against these may be set 
the vices of pride, love of bloodshed, contempt of inferiors, 
and loose manners. Chivalry was an imperfect discipline, but 
it was a discipline, and one fit for the times." 
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THE EDDCATIONAL SYSTEM OF CHIVALRY. —The edu- Seven, 
cation of a knight was divided into two distinct periods: J^"^ 
that of the page, which covered approximately the period from t^mx y 
the seventh to the fourteenth year, and that of the squire, from "*"" 
the fourteenth to the twenty-first year approximately. Every 
feudal lord and the more prominent clerics as well, maintained 
a court that was attended by the sons and frequently by the 
daughters of the subordinate gentry of his realm. It was the 
usual custom for all ranks of chivalry, probably growing out of 
the earlier custom of taking hostages, to send their children 
from home. In some instances, though very rarely, schook were 
established. For the most part the tra inin g was given through 
a definitely organized household or court service. _ 

The page began with simple service about the castle, esfwcially s«rvic« 
in attendance upon the ladies. As he grew older he waited upon p^"™ 
the table. This duty he continued to perform as a squire; andsqu 
and in addition to these, he was called upon for a great variety 
of personal services to his lord. All culminated in the ofhce of 
"squire of the body," who was the immediate personal attend- 
ant upon the lord in battle and in tournament. 

The page and the squire were supposed to learn " the nidi- Mewsto 
ments of love, of war and of religion." The " rudiments |^^™ 
of love " were courtesy, kindliness, gentleness, pleasant de- war, Iot 
meaner, generosity, knowledge of the very elaborate formalities J^^. 
of conduct, good manners, pleasant speech and the ability 
to turn a rhyme. Love was to protect the youth from the evils 
of anger, envy, sloth, gluttony and excesses of all kinds. The 
rudiments of love were to be acquired through service to 
the ladies and through the teachings of the minstreb. It often 
happened that to these accomplishments the squire added the 
ability to play the harp and to sing. In particular he was ex- 
pected to devote himself to the service and the amusement of 
the ladies of the court. He participated m their huntmg and 
hawking expeditions, in the entertainment of the court, pwrhaps 
' by the reading of cbivalric literature and by the game of chess. 
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The justing in the tournament was the chief preparation for 

war; in time it became a substitute. For this the youth was 

trained from his earliest years in the ability tojride, to handle 

the shield, to wield the sword, to tilt with the lance, to cast the 

miii- javelin, to exercise in armor, — in fact, in every martial exercise. 

raining Tilting at a revolving target, either in boats or on horseback, 

was much practiced. Hunting and hawking not only fonned 

the chief amusements of the nobility, but also furnished training 

for warfare as well. This training in the rudiments of war 

developed an ability to withstand all hardships of life in the 

open air, an indifference to pain, an ability to withstand hunger 

and fatigue. 

oiu As the period for knighting drew nigh, the religious aspects 

**°" of chivalry were emphasized. The prospective knight must go 

through ceremonies of purification; his sword was blessed by 

a priest, and in the initiation, frequently if not usually held in 

a church, he swore " to defend the Church, to attack the wicked, 

to respect the priesthood, to protect women and the poor, to 

preserve the country in tranquillity, and to shed his blood in 

behalf of his brethren." 

ce of In all of this training there was little of the intellectual In 

{*^ the earlier centuries of chivalry it was an effeminacy to know how 

to write; but in the later centuries the knowledge of reading and 

writing among both men and women of the upper classes was 

quite common. Knowledge of the French language — the 

language of chivalry — was quite necessary. Except for this 

and for the song and music of the minstrels, there was no literary 

element in this type of education. 

§ 7. EDUCATION AT THE CLOSE OF THE MIDDLE AGES 

,tcr THE RENAISSANCE OF THE THIRTEENTH CENTURY. — 

* From the previous consideration of scholasticism and the 

lot , , . * 

: universities, it will be seen that the later Middle Ages were far 

from being " dark ages," that the intellectual interests of 
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these centuries vere numerous and intense, and that the edu- 
cational activities were great. A further consideration of edu- 
cation during this period is necessary in order to understand 
more adequately the education of the Middle Ages and also to 
understand that transition to modem intellectual life which is 
called the Renaissance. [The latter fifteenth and the early '; 
sixteenth centuries are usually considered to mark the intellectual 
transition from mediseval to modem times.f But as will be in- 
dicated in the next chapter this transition, educationally, related 
chiefly to the spirit and the content of education. A preparation 
for this transition, in fact a leading cause of it, was to be found 
in the intellectual activity and educational advance of the 
thirteenth and fourteenth centuries. During these centuries 
there existed a place in the social organization for an intellectual 
life, that exerted profound influence, permitted much freedom, 
had definite character, possessed peculiar merits, and developed 
an appropriate educational system. 

Moreover, with the thirteenth century, the intellectual interests Educn 
and control passed from the monasteries to the schools. While J^u'Ji' 
nominally ecclesiastical, the spirit of the schoob was chiefly chwige 
secular. The leadership passed from Churchmen to doctors, ^^^^^ 
who were preeminently logicians and hence inclined to ration- e«tuij 
alism. Intellectual interests which began by being wholly 
religious or theological in character ended by being almost 
wholly philosophical and logical. The dominant conception 
of education remained the disciplinary one. The function (rf 
schooling was to develop ability to state, to interpret, to define, 
to argue, concerning abstract conceptions. In respect to its 
outcome, however deep or intense its influence might be, this 
education was peculiarly narrow. Yet on the other hand, intel- 
lectual interests received general recognition. Schools of all 
grades became abundant. The science of the ancients within 
this limited field became well known. The educational world 
needet'. only the development of the new spirit, which came with 
the fifteenth and the sixteenth century, to become modem. 
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unitr A leading characteristic of the Middle Ages was its unity, 
e^ ur- Tfierg ^^ an internal unity possessed by the intellectual life 
die itself. There was an external unity of the intellectual life id 
' connection with the religious, the ecclesiastical, the artistic, 

the pohtical, the economical and the social aspects of life. 1 This 
unity was found in the dominant reUgious thought; The thir- 
teenth century possessed a unity of life and of ideas beyond any 
othercentury in history. It was the last century in which thispe. 
culiar unified life of the Middle Ages dominated. Realism was 
the philosophy, not only of its religion, but also of its life. This 
unifying element was embodied in the di^inance of the idflfl/ 
Toi of — of ideals as these express some form of authority. The 
. 1 Church expressed the absolute authority of the religious life. 
''^' 1 The scholastic theology expressed the same absolutism in reli- 
gious belief. The Holy Roman Empire embodied this ideal 
politically,, the feudal system socially, the guild system eco- 
nomically, I j So also in education, the universities on the institu- 
tional side and scholasticism on the intellectual side expressed 
the dominance of the same absolutism of authority.) 
nptto As long as there was a widespread and general attempt to 
'^urtaa preserve this unity of life, — that is, during the fourteenth and 
our- fifteenth centuries, — the spirit of the Middle Ages persisted. 
J^ Nevertheless, there were continual eruptions of individualism 
iries and attempts to overthrow this absolutism, so that during these 
centuries the perfection and beauty of the system as seen in the 
thirteenth century no longer prevailed. 

In the attempt to suppress these expressions of individuality, 

the harshness as well as the defects of absolutism, its growing 

formalism, and its final lifelessness became apparent. It was 

not until the later fifteenth century that this effort to supplant 

1 the dominance of authority by the general sway of individual 

j judgment took place in what is known, par excellence, as the 

I Renaissance. Critical and destructive tendencies then came 

/ to dominate. 

The chief means for the expression of new and consequently 



Middle Ages : Education as Discipline 153 

somewhat heterodox interests was through the new vernacular The tc 
literatures. With most of the Teutonic peoples, and the Celtic ^^^ 
as well, there is a rudimentary literature in the vernacular' literatu 
covering the entire Middle Ages. /With the twelfth century, ^'^^ 
fostered by chivalry and by the Crusade movement with ac- ""Uvidi 
companying motives, there was developed in court and palace, '*"*" 
by bard and minstrel, a wholly new literature/ This literature, 
technically called the Middle English, the Middle German, etc., 
was an outgrowth similar to that of the troubadours of southern 
and the trouvfcres of northern France. The amorous tale, 
knightly adventure, daring just or brilliant tournament, ex- 
pressed alike the interest of the court and the laity's dislike 
and suspicion of motive and conduct of monk and priest. la 
its expression of new interests and use of new formsj this 
literature formed the beginning of modem literature, and at 
the same time wa^ a force making for the overthrow of the 
dominance of authority and a channel for the expression of 
heretical views./ ' 

Meanwhile there are a few aspects of education during these 
last mediaeval centuries, besides the universities, that demand 
brief notice. 

THE FRIARS OR THE HENDICABT ORDERS came into The i^ 
general control of higher education by the middle of the thir- JJ^^, 
teenth century. The Franciscans, or Gray Friars, were founded the Don 
in I2I3 and the Dominicans, or Black Friars, in 1316. The aim ^* 
of the mendicants, difTering from that of the earlier orders, was 
to save souls, to control people and to build up the Church. 
Consequently, they sought to control education. 

The Dominicans, or preaching friars, especially sought to bcome 
control leaders of thought and of the Church, and hence to I™"!"' 
estabhsh themselves at the universities. They soon had a con- facion 
vent in every university town. Aiming first to " capture " 
bachelor or master, they soon sought to control the teaching. 
The dominance of Thomas Aquinas indicates a success of this 
ambition in regard to theology, at least. The fact that these 
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bodies were preeminently preaching orders, as previous orders 
had not been, called for a higher degree of intelligence and for 
more definite training. Hence these friars became educators 
in a double sense; first, in that they gave a more general edu- 
cation to all their members than any previous monastic order;! 
second, in that, as preachers, they were teachers of the people 
and preeminently preachers of doctrine, 
c learn- INFLUENCE OF SARACEN LEARNING. —The study of 
^ng Grecian philosophy, on account of its heretical influences, had 
""accM been suppressed in the Eastern Church by the sixth century 
\^Qi and found a home among the Syrians and especially the Nes- 
^^^ torian sect of the Christians in the region of western Asia. Here 
it came in contact with the Arabs and, with the Abbasid dynasty 
(f. 750 A.D.), was fostered in the capitals of the East. Learned 
Nestorians were summoned to the Saracen courts; translations 
into Arabic from the Syriac or the original Greek were made; 
mathematics and the natural sciences, more especially the medi- 
cal sciences, were fostered. During the tenth century philo- 
sophical interests were similarly developed, especially under the 
leadership of Avicenna (980-1037). At the time, when the 
Christian schools of both eastern and western Europe were fall- 
ing into decay, the schools of Bagdad, Basra, Kuf a and other Sar- 
acen cities were growing into splendid activity and great renown, 
en ' jIn Spain, especially, centering in the school of Cordova, 
'^^ from the tenth century on, this learning received development 
and many brilliant practical applications. Throughout their 
Western caliphates, the Saracens established libraries, higher 
schools similar to universities and, in connection with the 
mosques in many cities, schools for the instruction of children. 
While Christian Europe was enforcing as a religious belief the 
idea that the world was flat, the Moors were teaching geography 
from globes. When (the Christians finally conquered the Mo- 
hammedansJ they turned their astronomical observatories into 
belfries for want of any other use. From these Arabs came, 
in the tenth or eleventh century, the knowledge of Hindu 
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notation as a substitute for the cumbersome Roman method, sdenti 
Knowledge of algebra, as well as of advanced arithmetical pro- J"** if 
cesses, came from a similar source. In medicine, in surgery, in introdi 
pharmacy, in astronomy, in physiology, they added much that tl!^ 
is now considered fundamental. They explained the refraction into Ei 
of light, gravity, capillary attraction and twilight; they de- 
termined the height of the atmosphere, the weight of air, the 
specific gravity of bodies; they constructed various astronomical 
tables, and determined corrections for parallax and for refraction; 
they invented the pendulum clock ; in commerce, in geographical 
explorations, in navigation, in improvements in all the arts of 
life, their culture was far ahead of that of the Europeans; they 
introduced the use of rice, sugar and cotton, and the cultivation 
of silk; they made Europe familiar with the use of the compass, 
of gunpowder and of cannon. Thus in many ways the Arab 
culture served as an educational agency to bring the civiliza- 
tion of the West to a higher level. 

But it is with its influence on the schools that we are more 
directly concerned. By the twelfth century all intellectual DecBn 
vitahty had been crushed out in the East, while it was in its ^"^ 
most flourishing condition in the West. In the middle of the iutrmr 
twelfth century Raymund, archbishop of Toledo, commanded ^|^ 
a Jewish scholar to translate the leading works on Arabic phi- 
losophy into Castilian; by monks it was translated thence into 
Latin. Shortly after this the Emperor Frederick II had the 
commentaries of Averroes and other Aristotelian writings trans- 
lated. Only a brief period intervened when, as a result of the 
Latin conquest of Constantinople, 1204, the Greek version of 
Aristotle became known and direct translations were made. 
By the thirteenth century rigid and narrow orthodoxy had tri- 
umphed in Saracen Spain. [ Aristotelianism and Averroeism 
were driven out from their previously flourishing seats to find 
a new home among the Jewish philosophers and in the Christian 
universities. 

HEW TYPES OF SCHOOLS. —The later Middle Ages were 



s 
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well supplied with schools. Not only secondary but elementary 
education was provided in the fourteenth and fifteenth centuries 
in a more general way than ever before. Although monastic*^ 
schools never recovered their importance after the Renaissance } 
of the thirteenth century, cathedral schools grew into new promi- 
nence in the early university period, and were insufficient for the ) 
demand. Consequently, several new types of schools became; 
prominent. 

xy The most numerous of these new institutions were the chantry 

schools. A chantry foundation — the gift of property to sup- 
port a priest in return for praye rs for the souls of the benefactor 
and of his family or for certain stipulated purposes — was 
the most common form of benefactions to the Church during the 
later Middle AgesT^Thus it happened that foundations for 
priests existed beyond all demand for parochial service. As 
the religious services required by the foundations could occupy 
but a small portion of time, it became customary to stipulate 
that such priests should teach the children of the community. 
. The regulations of these foundations present the greatest varia- 
tions. Some provide for a small number of children, some 
for all comers; some provide that instruction shall be gratis, 
some permit a fee; some indicate that the merest rudiments were 
taught, others stipulate that instruction shall be given in grammar 
and the higher branches. 

Another type of school, more free from ecclesiastical control, 
was the guild school. It was very common for the merchant and 
craft guilds to support priests for the performance of all sorts 
of religious services for their members. Such a priest saw the 
children of the guild members received into the world with 
proper religious rites and saw them decently out; he celebrated 
for them all the sacraments; frequently he kept school. Some 
guilds established schools of great repute, which have had long 
histories. The Merchant Taylors' School of London is probably 
the most notable. ' Ordinarily the school was only an elementary 
one, though it often was also a grammar school for the children 
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of the guild members or for others, I Such schools gave instruc- 
tion iti other subjects than Latin grammar and frequently, 
even before the Renaissance, came to give instruction t^irough 
the vernacular. 

With the coalescence of the guild oi^anization and the early Burghe 
municipal government, these schools, along with many of the •^"•^ 
parish schools mentioned above, became in many communi- '' 
ties the burgher schoob. Such schools were controlled and - ' ""'' 
supported by secular authorities and in the content of their "^ 
school work better represented the economic interests and de- 
mands of the citizens. They were often taught by priests, 
though lay teachers became more and more numerous. In a 
similar way private schools, usually of most elementary char- PHvub 
acter, even more responsive to new economic and social de- 
mands, sprang up. However irregular these private schools 
were, they yet contributed to the development of independent 
town schools. Clerical inspection was still almost universal, 
and the Church through the scholaslicus or some other episcopal 
officer, or even through the parish priest, sought to extend its 
Jurisdiction over both private and guild schools. The attendance 
upon these schools under Church control included both local 
pupils and the numerous wandering students of the time. The Thew» 
custom of living by begging and of wandering from institution ^^^^^ 
to institution, fostered by monk and friar, spread from the uni- 
versity student downward until it included the so-called ABC 
shooter as well. 

Concerning this entire subject of secular schools previous to 
the Reformation, there is a question concerning the interpretation 
of historical material. Yet it is evident that preparation had 
been made before the Reformation for the secularization of 
education that was to follow. 

SU1IHAR7 

The dominant influence during the Middle Ages was tlie Christian re- 1 
ligion. Christianity offered a solution of the Greek social and educational ! 
problem in the principle of Christian love or chari^, which hamionized ' 
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I the individual and the sodal factors. This solution was found in the inoratW' 
instead of the intellectual nati^ of man, and therefore furnished an idea. 
possible of attainment by all.\ Education beca.ine dominantly moral and 
hence a disdpline or a preparatory training^ The Christian Church was 
at first friendly toward the classical learning. But with the nominal in- 
clusion of Ihe secular world within the limits of the Church, it became nec- 
essary to emphasize the moral to the exclu^on of the intellectual and 
literary elements in education. Monastidsm organized this moral educa- 
tion most minutely. Monastidsm required some knowledge of reading and 
writing, led to the copying of manuscripts, the presen-ation of hterature, 
the writing of chronicles and a few other types of literature, and promoted 
the organization of schools. ' The later monastic orders were distinct!) 

I educational in purpose. With the revival of interest in theological ques- 
tions, logic and philosophy were brought to the support of religion, ticho - 
lasticism was the result. The world of knowledge was expanded and 
systematized into a unified whole. Universities sprang up -in great num- 
bers and fostered the intellectual life. Meanwhile an education forjeculat 

. sodety, now organized under the feudal system, had been e'aborated. This 
was the chivalric education, which organized the conception of educaticn 

, as disdpline into the training of page and squire as a preparation to the 

'full activities of knighthood. After the close of the thirteenth century the 
new individualistic interests found eitpression through the vernacular 
literatures, throu^ commerce, through the new intellectual interests, through 
the influence of the Saracens and friars, and through new types of schools. 
, The tendency of all of these changes was to destroy the unityof thought and 
life so characteristic of the Middle Ages. 
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WHAT THE RENAISSANCE WAS.— The classical 
naissance of the fifteenth and sixteenth centuries was primarily 
an intellectual, aesthetic and social movement. As such it 
c aused profound ch anges in e very phase of educati on^ thought 
a nd pra ctice. The logically perfect systems of thought, life 
and education evolved during the Middle Ages, as the products 
of monasticism, chivalry or scholasticism, were unstable because 
of their very perfection. In their completeness they permitted 
no change, no progress. They made no provision for the indi- 
vidual. On the contrary, the essential feature of the Renaissance 
idividu alismj ^ The systems of thought constructed by the 
Schoolmen, and the social structures of monasticism and chiv- 
^aJry, were erected as palaces in which to live a perfect life. 
They proved to be but prisons. Hardly had the architects com- 
pleted the edifice than those for whom they were built overthrew 
them as symbols of their slavery. Yet from the debris of these 
edifices the few succeeding generations laid the foundation of 
modem thought and life. Thus the unity of mediaeval thought 
and life ultimately broke up into the multiple interests and 
activities characteristic of modem times. 

Though the activities of the Renaissance were most varied, 
they may be summed up in three general tendencies; repre- 
senting three great interests almost imknown during the Middle 
Ages. The first of these new worlds was the real life of 
the past. The Greeks and Romans had possessed more varied 
interests and consequently a wider knowledge of life and of its 
possibilities than had the people of the Middle Ages. The classic 

i6o 
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ages had expressed this interest by means of a literature and an 
art incomparably superior to any produced during the interven- 
ing centuries, which had been indifferent to them. The second 
of these worlds was the subjective world of emotions, — of the (a) the i 
joy of Uyieg) of the contemplative pleasures and satisfactions {Jaoot 
of this life, and of the appreciation of the beautiful. The, 
interest in introspective observation and analysis was nowF 
from the aesthetic and human point of view rather than from 1 
the philosophical and religious. The means of entrance to ' 
such a world as this is through the fullest participation^ the 
activities and interests of the life around one. The purpose 
of such a life is self-culture and improvement. The outcome 
of it is literature and art. Of this world medisval thought had (3)«i"i 
been wholly ignorant. The third of these worlds was that of '™*,™ 
physical nature. This realm was not only unknown to the 
people of the mediaeval centuries, but any study of it had been 
considered ignoble and debasing in its influence on man. 

The first of these great world discoveries led to a wider and Thwen 
more intensive study of the Latin and Greek languages, and to a J^^J^ 
devotion to the classic literature of both languages. Then fol- danio 
lowed a search for the manuscript remains of this literature until 
substantially all that we possess to-day bad been brought to light. 
The passion for the collection of these manuscripts led to their 
multiplication, and finally through the discovery of printing to 
their general dissemination. The mistake should not be made, 
however,' of confusing the means of this Renaissance with its 
cause or with its end. | The recovery of the classical literature was X, 
not the cause] for that lies far deeper and more remote in the 
whole movement of history and of thought. Not even in the case 
of the few notable leaders, such as Petrarch, who were possessed 
by a consuming passion for the recovery of the works of the 
ancients, was this the dominant purpose. These books were 
merely means to that advancement in knowledge and that 
breadth of view and of experience which made these men the 
earlier leaders <A this movement. 
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ithetic Through the study of these literatures, a new interest in all 



eaation 
artistic 



which appeals to the imagination and to the heart was created. 

ion, While the appreciation of the beautiful and the emotional in 
literary form was the most general, yet aesthetic appreciation 
and artistic endeavor in every form became more prevalent than 
at any other period in history. 
' Introspective analysis of the emotional life led to the pro- 
• duction of art and literature, including poetry, the drama 
and romance; to an interest in new motives as revealed in history 
" ^ and in contemporary life; and consequently to the formulation 
of the historical and social sciences. / While at first this develop- 
ment seemed to be through the exclusion of the previously ab- 
sorbing religious interest, yet during the sixteenth century 
thought life again became dominantly reUgious, but on a hu- 
manistic rather than on a scholastic basis. 

to in- Finally through the beliefs and methods of the Greeks, the 

|on Md Renaissance students were led to direct observation and ex- 
perimentaticMi with natural phenomena. These, in turn, led 
to geographical discovery and exploration both by land and by 
. sea and to those astronomical discoveries that were to become 
the basis of modem scientific thought. This naturalistic aspect 
of the Renaissance led in time to a modification of all thought and 
connects directly with the work of Bacon and Descartes in the 
seventeenth century and with the physical and biological in- 
vestigations of modem science. Thus, in a very true sense, 
the educational development discussed in the three following 
chapters are but later phases of Renaissance influence. 

trand- The transition from the old learning to the new was not an 
abrupt one; clear definition of the new spirit came about very 
gradually. Even its triumph did not involve the disappearance 
of the old spirit. Both in educational interests and in those 
wider ones involving the human intellect and the human spirit, 
old methods of thought, as well as old ideas and ideals, con- 
tinued active for many centuries. In fact, they have persisted 
even to the present day. But the dominant ideal which gave 
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character to the period soon came to be that developed by 
the new knowledge. 

THE RENAISSANCE IN ITALY. —As the political, religious laaucno 
and intellectual life of the times centered in Italy, so also did '^^^ 
the Renaissance movement. The period was the latter half 
of the fourteenth and all of the fifteenth century. | The causes ' 1. , 
of this movement are discoverable in the influence of the imi- 
versities and in the intensity of the intellectual activity of the 
thirteenth century. \The personal connecting link Is found in 
Dante (1364-1321), whose spirit was partly mediaeval, partly «f Duta 
modem. 

During the later mediaeval centuries a knowledge of the Latin 
classics was not an unknown thing, for the manuscript copies 
of many of these were in existence. Vergil at least was quite 
well known. But there was fittle appreciation of their beauty 
as literature, little sympathy with the interests of the classical ■ '.. <_ -' 
times, and little toleration of the study of these classics, to the 
detriment of the study of dialectic based upon Aristotle, and of 
the patristic and scholastic literature in general.', 

Petrarch as the Representative of the New Spirit. — Against ofPctm 
the dominant educational ideas of the times, against scholasti- 
cism and Aristotelianism, Petrarch (1304-1374) strove with all 
his might. With his genius for leadership and his power of 
stimulating enthusiasm, he created a general interest in the Signifie* 
classics in direct opposition to the ordinarily accepted interests i„tj,^™ 
of students, of institutions of learning, of the Church and of d»»^»i 
Churchmen. Petrarch was not alone in this. But he holds a "" 
place in the history of education as the first great representative 
of a new type of intellectual life. To-day, when we can readily 
obtain a knowledge of the best that has been thought and done 
without going back to antiquity, it is difficult to realize the im- 
portance of this work. At that time there was no vernacular 
literature to speak of and the human interests of the Greek 
and Latin Uteratures had been replaced by the narrow religious 
and ecclesiastical interests of the Middle Ages. Consequently, 
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there is no parallel between the importance of the study or 

Latin and Greek in recent centuries and its importance during 

these centuries of the Renaissance period, 

leans of The Work of Petrarch and his confreres possessed more 

'f^^' than this negative value of protest against the restrictions of 

mediaevaUsm. It had also the positive merit of emphasizing 

the value of the opportunities of this life for self-development 

through varied experiences. Many such activities or sources 

of experience had been wholly forbidden by the asceticism and 

self-abnegation of the mediaeval spirit. \ Petrarch's writings are 

the first in modem times to reveal the human soul in the whole 

gamut of passions, sufferings and aspirations./ Here is first 

, • found that attitude of self -analysis that becomes a characteristic 

note in modem literature and thought. As a reaction a|^inst 

the all-controlling " other worldliness " of the Middle Ages, 

one aspect of this new motive was the substitution of the idea 

of a worldly immortality. This later gave rise to that revival 

of paganism characteristic of the Italian Renaissance. 

rarch's In the narrower sense, none of Petrarch's writings are edu- 

ringsoniy cational. The more important of them are his Sonnets in (he 

.rectly 

cational vemacular, characterized by their introspective enK)tionalism, 
which give them an important place in the history of modem 
literature; his Lives 0} Ancient Men, wherein both Greeks and 
Romans become alive to modem men; and his very numerous 
LetterSy wherein are revealed the development and the dis- 
semination of the Renaissance spirit. It is not the content of 
these works that gives Petrarch a place in the history of edu- 
cation, but the new conception of life which they reveal and 
the new spirit and content which they give to education. This 
characteristic of Petrarch has a general significance also. As in 
^^^^" its beginning so throughout its course, the Renaissance in Italy 
racter- remained dominantly personal and individual. It did not 
: of ttie gggj^ |.Q ref onn the morals of the times or to remove the f ormaUsm 

lan Re- • 

sance of the religious life and the narrowness of the political and 
institutional life. 
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Co-laborers of Petrarch. — Among the chief of these were vuioiue 
Boccaccio (1313-1375), especially notable in literature, and ^^!J^^, 
Barzizza (1370-1431), especially notable for scholarship, the work 
These, with Petrarch, led in the movement for the revival of f^^'J^ 
classical Latin, for the recovery of the classical text, for the Uboren 
multiplication of these manuscripts, and for the founding of 
libraries. In one remaining aspect of the educational Renais- 
sance — the recovery of the Greek language — Petrarch had 
little part. In Hebrew the Italians had no interest, but to them 
was due the restoration of Greek. Even among the Byzantine 
Greeks of the East, a knowledge of the classical Greek was a 
rare thing. While many travelers and some students had come 
in contact with the contemporary Greeks and a few of the 
Byzantians in Italy professed to teach Greek, the., first real t 
teacher of the classical Greek in the Western world was Manuel / 
^hrysoloras (d. 1415). From 1397 to i40oChTyso!oras lectured I 
at the University of Florence and later at other cities of Italy. 
Many flocked to his tuition; other Greek teachers followed 
his example; Greek manuscripts were brought over in great 
numbers; Greek grammars were written for Latin students. 
Shortly there was given to the Western world a new language 
and a irfiole literature, of infinitely greater wealth than that 
possessed, whether of classical Latin, of patristic and medisval 
Latin, <x of the vernacular. 

By the time the Renaissance movement had reached its RecoTcrj 
.«nith in Italy and had begun to pass north of the Alps, the ^J^ 
classical Latin and Greek languages had been recovered. 
The largest part of the literature of these languages that we now 
possess had been brought to light, libraries had been founded 
and the new spirit as well as the new knowledge had been firmly 
estabUshed. — < 

MODIFIED CHARACTER OF THE RENAISSANCE IN Ceotcrot. 
NORTH EUROPE. —The later Renaissance period, that of the j^" ^'" 
latter half of the fifteenth century and the greater part of the north 
sixteenth, was modified in two respects, (i) By this time the ^"^p* 
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movement had run its course in Italy and had begun to decline 
into a formaUsm little superior to the old. (2) The movement 
shifted north of the Alps and, though first welcomed by the 
French, received its greatest development among the Teutonic 
peoples. 

In the South the new learning tended to lose its wide interest 
in nature and in life and the intensity of its belief in personal 
development. It tended to concentrate into merely formal study 
of literature, until on the educational side it degenerated into 
that type known as " Ciceronianism." With the northern 
peoples culture and aesthetic appreciation as a means of personal 
development were not emphasized to the extent to which they 
were among the Italians. In the North there was not the broad 
interest in life, in its possibilities and in its opportunities for per- 
sonal development; in its pleasures and its legitimate interests 
aside from the religious and social. Moreover there was little or 
none of that interest in the investigation of nature and of life in 
the past that so characterized the earlier period. Erasmus, who 
represents the later movement as Petrarch did the earlier, had 
none of these. Since the archaeological, aesthetic, philosophical 
interests of the early movement were for the most part expres- 
sions of self -culture as well as means of personal development, 
there was comparatively slight attention to them. 

While in the North the movement was a narrower one so far 
as it related to personal development), it was infinitely broader in 
another respect, — in that it resulted in social refonn and im- 
provement. In the South the movement was aristocratic. 
In the North, until late in the sixteenth century, it was demo- 
cratic. All of the early leaders were social or religious reformers. 
With them the Renaissance movement fused with the Refor- 
mation movement. With Erasmus the interests that deter- 
mined his career in life, the side chosen in every controversy, 
the selection of classics to be edited or translated, were all 
determined by one aim. This was to remove the common 
ignorance which was the root of the gross evils of Church and 
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.- tate. He ever sought to condemn the selfishness, greed and 
hypocrisy of all who used the cloak of their office, whether in 
government, in university, in monastery or in Church, to prey 
upon the ignoran(» and superstition of those committed to 
their care. -^ 

1SE EDUCATIONAL MEAHIITG OF THE RENAISSANCE. RerfTd 
(a) The Revival of the Idea of the Liberal Education. — Not ^^^ 
only did devotion to the study of the classical literatures become primuii 
the chief outward manifestation of the Renaissance spirit, ^f^! 
but these literatures also furnished the chief means for develop- 
ing the new life. The new aspirations for the development of 
free moral personality, defined on both the intellectual and the 
emotional sides, found little basis in the immediate past and 
little encouragement in the immediate present. But the life 
of the ancients as portrayed in their literature furnished both 
incentive and definite suggestion for imitation. The Renais- 
sance was not a direct attempt to reestablish the ideas and 
the life of the ancients, but in many respects it became such an 
imitation. This was because the formulation of certain aspects 
of life by the ancients could not be improved upon. Some as- 
pects, however, could not well be modified to conform to the 
needs of the fourteenth and fifteenth centuries by men of such 
meager experience and outlook as were the students of that age. 
A most important phase of this revival was the restoration of ameau 
the idea of the liberal education as formulated by the Greeks and ^^ 
adapted to the Romans by Cicero, Quintilian, Tacitus, and tbe and 
others. Educationally, the Renaissance seems often to have 
been merely a devotion to the study of the literary classics and | 
to the linguistic drill necessary as a preparation. But this! 
is not the heart of the matter, at least during the earlier period. I 
The great desire was for a new life and, in this respect, for 
a new education hostile to the old, pedantic scheme of scholas- 
ticism. This ideal revealed itself in the liberal education as 
formulated by the ancients. 

Both the earlier and the later Renaissance periods were quite 
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aissance prolific in treatises on education. Those of the earlier period 

tiscs i»r ^^^ ^^y revived the liberal idea, but even defined education 

idea of in the same terms as those used by Plato, by Aristotle or by 

^^^ Quintilian. The aim of education was always conceived as 

1 the that of producing the perfect man fitted for participation in the 

^^ activities of the dominant social institutions. The ideal, while 

individualistic, was as clearly distinguished from the narrow 

practical aim of individual success as a citizen and from the 

other extreme of a life of isolation spent in mere contemplation 

of the good, as it was from the prevailing formal disciplinary 

education of the scholastics. The educated men of the past 

who were held up as ideals were JDemosthenes, Aristotle, Caesar, 

Pliny and, above all, Cicero. 

nition Formulation of the Aim. — Some of the formulations of the 

iesby purpose of education by these early educators are of great 

jcrius interest and value. Paulus Vergerius (1349-1420), a^pro- 

fessor in the University of Padua, wrote a treatise on education 

about 1374 which was widely influential and even widely used 

as a text in schools. In this he formulated the ^conception of 

education as follows: " We call those studies liberal which are 

worthy of a free, man; those studies by which we attain and 

practice virtue and wisdom; that education which calls forth, 

trains and develops those highest gifts of body and of mind, 

which ennoble men and which are rightly judged to rank next 

in dignity to virtue only." To distinguish it from a purely 

practical education, which, owing to the revived economic 

interests of the times, was competing with the liberal idea in the 

t edu- struggle with the dominant scholasticism, he adds: " For to the 

*^^^ vulgar temper, gain and pleasure are the one aim of existence; 

dto to a lofty nature, moral worth and fame." The major part of 

5w*Ktcr- ^ ^^ these numerous treatises on education is naturally devoted 

x)ntent to a discussion of the subject-matter and the method of edu- 

of appro- cation, since it was in these respects that the new education 

te presented a visible contrast with the old. It has been noticed 

udy that while Plato defined the aim of education in terms of knowl- 
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. edge and Cicero in te rms of eloquence. -~ meaning knowledge 
both of the content and of the form of literature, — much more 
was indicated by these terms than they now connote. Knowl- 
e<^ and eloquence would now indicate the receptive or even 
the formal side of education; they then included the expression 
side as well. During the early Renaissance period this ex- 
pression side was even wider than that indicated by efficiency in 

■ writing or speaking. At that time these powers stood for that 

' effective participation in the affairs of the times which is now 
represented by the differentiated activities of all of our learned 
professions and by the public press. 

The New Elements in Education. — One very important 
aspect of the Renaissance education was the inclusion in the 
ideal and practice of education of elements common m the 
classical period, but, with the exception of chivalry, excluded from 
the medifeval. The first of these is the physical element. Ac- Emrf 
companying this emphasis ypon the physical element was a ^^ 
similar one upon matters of conduct and behavior. In these 
respects the early Renaissance education represented a fusion 
of the chivalric and the literary education with a result much 
superior to that which was obtained in the preceding or in suc- 
ceeding ages. These, along with the idea that literary training onA 
should not be of that contemplative character which would lead J^ 
to lack of interest and want of power in practical life, are as- officii 
pects of their thought of education as a training in effective 

_citizenship. However hterary the new education might be, the 
production of practical judgment in everyday affairs was one of 
its chief purposes. Hence the moral element received a new 
emphasis, different from that of the mediaeval spirit, where the 
moral was limited to the religious and theological element. 

One further element characteristic of the new education was on tb 
the esthetic. Wholly eliminated from the mediasval education, ^^ 
owing to the dominance of ascetic ideas, the aesthetic was re- 
introduced as the very breath of Ufe of the new movement. It 
became the most characteristic feature of the change from the /*" 
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old to the new. It found its chief expression in the study of 
literature and became a dominant feature of the work of the 
schools under the titles of grammar and rhetoric. This em- 
phasis on the importance of expression related not only to 
language but also to conduct and behavior, 
j^ (6) The Narrow Humanistic Education. — The content of 

•fdtoiin ^^^ ^^^ education, consisting primarily of the languages and 
ning classical literatures of the Greeks and Romans, came to be 
indicated during this period by the term humanities. Battista 
Guarino, siunming up his treatise (1459) on this new education, 
writes as follows: " Learning and training in Virtue are peculiar 
to man; therefore oiu: forefathers called them * Humanitas,' the 
pursuits, the activities, proper to mankind. And no branch of 
knowledge embraces so wide a range of subjects as that learning 
lelan- which I have now attempted to describe." This passage hints 
[JJu^of at the change which soon came to pass with tremendous results 
indents for education. The interest in the liberal education described 
in the last section was in " the pursuits, the activities, proper to 
mankind," and the literatiure of the Greeks and Romans was 
merely a means to an understanding of such activities. Soon, 
however, — that is, by the sixteenth century, — that which 
was at first merely a means came to be considered as an end in 
itself. The term humanities came to indicate the languages and 
literature of the ancients. Consequently, the aim of education 
was thought of in terms of language and literature instead of in 
\ terms of life; and educational efifort was directed toward the 
mastery of this literature. That portion of these literatures 
which was superior from the formal standpoint became the 
center of educational efifort. Consequently, the formal instead of 
the content or literary side of these writings was considered to be 
hu- of the greater importance. This change, though a gradual one, 
^^ resulted in the formulation of a type of education distinct from 
3f Ian- and inferior to the liberal education out of which it grew. This 
^^ newer conception was far more widely accepted and has per- 
sisted well into modem times. As in popular usage the term 
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humanities was narrowed to indicate merely the languages and 
literatures of the two peoples, so the term humanistic was nar- 
rowed to indicate the type of education corresponding to it. 
Though not quite exact, since the term contains the original 
broader signi&cance as well, we are forced to adopt, as following 
popular practice, the term humanistic education to indicate the 
narrow linguistic education that dominated European schools 
from the sixteenth to the middle nineteenth century. 

Elimination 0} Elements from the Conception of Education. — Etimt 
At its best the narrow hiunanistic education gave little place to °|^ 
the physical and to the social or institutional elements. It eieme 
had little thought of broad preparation for social activity through ■" 
familiarity with the life of the ancients. It gave no place to the 
study of nature or of society (history) and, at first, Uttle even 
to mathematics. The individualism of this education was not of the 
so much a training in the exercise of personal judgment and of '°^^ 
personal taste and discrimination, as it was a preparation for 
a career which would be successful in the formal life of the times 
from the purely personal point of view. This end was gained 
through an education so formal and stereotyped that in time it 
eUminated most of the choicer results of the early humanistic 
education. The only phase of the aesthetic element preserved The ■ 
was the study of rhetoric. Education again became reduced to J^"*" 
the worlt of the school and that work became of the mos^ kppn 
formal character, relating solely to the study of language and 
literature. Since the child began with the study of a synthetic 
language through the mastery of grammatical constructions, and 
since few children have much power of literary appreciation, the 
work of schooling must be prolonged for years in its attention to 
the structural side of language only. Even literary appreciation xusp 
could not be a general attainment. Hence for the rank and file *^'"' 
of children, educational work became a drill of the most formal 
and laborious character. In the universities the same tendencies 
prevailed that controlled in the lower schools. By the seven- 
teenth century the study of the humanities was almost as formal 



1 72 Brief Course in the History of Education 

and profitless as had been the narrow routine of scholastic 
discussion of the fourteenth. Cicero now had become master in 
place of the dethroned Aristotle. 
ir Ciceronianism. — This humanistic education at its worst be- 
came almost inconceivably narrow and boldly asserted itself, even 
as early as the first half of the sixteenth century, under the name 
of Ciceronianism. The Ciceronians, arguing that the aim of 
.education was to impart a perfect La tin sty le and that Cicero 
was the admitted master of that style, held that all work in the 
school should be confined to the study of the writings of Cicero 
or his imitators and that all conversation and all writing should 
be in Ciceronian phrase. In the words of the Ciceronian 
controversialist, " they would discard all subjects that do not 
admit of being discussed in Cicero's recorded words." Against 
these views, as represented by numerous Italian and French 
humanists, Erasmus carried on a long controversy and wrote 
his dialogue on The Ciceronians, In this satire the Ciceronian 
describes his ideal education. For seven years the child is to 
read Cicero and not a single other author, imtil he has practically 
committed to memory the whole of the master's writing and 
has acquired a Ciceronian vocabulary. In order to accomplish 
this, huge lexicons of words are arranged; others of phrases; 
others of the forms of introductions and of terminations of 
periods; others of comparative tables of the various uses of 
words. Letters, declamations, conversations, orations, are 
composed with infinite pains, in the eflfort to make a living 
language of that which even at the time of its creation was no 
more the spoken language than was that of Shakespeare during 
the sixteenth century or that of Browning in the nineteenth. 
Ciceronianism was an extreme. But substituting the clas- 
sical writers in general for Cicero, their master, the whole tenor, 
piupose and method of the schools of the sixteenth, seventeenth 
and eighteenth centuries were but little broader than the spirit 
of the Ciceronians. 
Character of ihe Narrow Humanistic Education. — In the 
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narrow humanistic education a familiarity with the classical a writ 
literature, or with that portion of it superior from a rhetorical J^^ 
point of view, and a writing and speaking knowledge of Latin rA^ o 
constituted the sole aim of education. The content of educa- ^, ^ 
tion and the subject-matter of school work became a prolonged cducai 
drill in Latin grammar; a detailed grammatical and rhetorical 
study of selected Latin texts, especially of Cicero, Ovid, Terence, 
with lessattention to Vergil and someofthehistorians; with some 
study of portions of the Scriptures, of catechisms and creeds in 
Latin or of the Epistles in Greek. This c ommand of Latin was Domii 
perfected through frequent exercise in declamation and the pres- ^^^ 
entation of the comedies of Plautus and Terence. This was 
supplemented by some attention to Greek and possibly to 
elementary mathematics and, as a final accomplishment, a 
training in oratory. Oratory meant a speaking knowledge of 
Latin as nearly classical or Ciceronian as possible. Methods 
followed the most formal grammatical lines, with no apprecia- 
tion of the child's nature. He was considered to be a miniature 
man whose interests and powers of mind differed from those of 
the adult only in degree, not in kind. Consequently, the child on 
coming to school was given the task of acquiring a foreign 
language, usually before be had acquired the ability to read or 
write his own. / He must acquire this through a formal study of 
grammar and bf rhetoric, and, for the most part, imtil late in the 
seventeenth century, must get this formal knowledge through 
text-books written in the same foreign tongue. There resulted 
a tremendous emphasis upon the memorizing powers and upon 
the power to discriminate forms. / All this produced a dialectic 
ability little inferior in subtlety arid " hair-splitting " acumen to 
that of the Schoolmen. The disciplmary spirit of such an 
education was of the harshest, because of the most formal, andlit 
character. Corporal punishment furnished the incentive to study """'^ 
as well as to moral conduct — not a very secure basis for either. 
This education, formal in its spirit as in its subject-matter, 
accompanied the return to the emphasis upon the formal in 
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life. This is seen in the intellectual, the political, the religious 

and the moral life of the seventeenth and eighteenth centuries. 

(See Ch. X.) 

itionai SOME RENAISSANCE EDUCATORS. —The great educa- 

8 in the ^Qj^ Qf ^^ Renaissance movement were not necessarily teachers, 

were though many of them were. Leadership in education was 

toIs^*^ quite as frequently exerted by general treatises on the new 

learning or even by stimulation of appreciation for literature. 

It was thus quite outside the pale of imiversity or school that the 

early ItaUan leaders wrought. In any educational sketch of the 

Renaissance, some of the more prominent of those who reduced 

the new learning to the methods and the purposes of the schools 

must find recognition. 

In Italy the advanced position occupied by Petrarch, Boc- 
caccio, Barzizza, Vergerius and other humanists has been noticed 
previously. Many of these early humanists, whether attached 
to courts or to imiversities, possessed but a meager income. 
Consequently, it was their custom to supplement this by receiv- 
ing private students into their homes. Through such work, 
rather than through university lectures, these men reduced the 
new learning to definite educational procedure and exercised 
their greatest influence on their times and on education. Both 
Barzizza and Chrysoloras, leaders respectively in the Latin and 
the Greek revival, conformed to this custom, and Guarino of 
Verona was one of the most successful and most famous. A 
somewhat more detailed statement of the work of one of these 

/must answer for that of all. 
Vittorino da Feltra (1378-1446) has been considered as the 
master ^^^^ famous of all these liahan educators, both by his own and 
succeeding generations. Since none of his writings have sur- 
vived, his reputation depends on the influence of his pupils and 
the traditions of his school. Vittorino was a product of the 
earlier generation of humanists, and had been associated with the 
three scholars just mentioned. He taught privately at Padua 
and Venice and publicly at the University of Padua before 
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onianizinfj: llic school which was to be the means of his threat 
influence. In 1428 he was called to establish such a school by 
the Prince of Man tua, who wished to have the dignity of a school 
of thb new learning at his court to rival those of the neigh- 
boring courts. Here he continued until his death. This 
institution represented the first thorough organization of the new 
learning for school purposes as distinct from university lectiu^s. 
The master here gave to the Greek_ idea of a liberal education 
its first modem embodiment, and taught for the first time the 
^t^Fature, history and civilization of the Romans instead of the 
mere form of theu: language. Later ages have given Vittorino 
the title of " the first modem schoolmaster." In time, he 
associated children of his friends and of the neighboring nobility 
with the children of the court, until the school occupied an 
entire palace. His aim was to make the life of the pupils as 
pleasant and active as possible, so that the schoolhouse was made, 
as it was termed, "The Pleasant House." Sport and games were "inter 
joined with study, aesthetic appreciation was cultivated, and, ^*^'*' 
above all, moral and Christian influences were strongly em- 
phasized. While the curriculum still retained the organization 
of the seven liberal arts, literature dominated, and dialectic and 
grammar were wholly subordinated. The new purpose repre- 
sented a change even more radical. Education now became a 
direct preparation for a useful and balanced life in leadership in 
State or Chiurch, for a citizenship based upon knowledge of and Moral 
sympathy for the best in the life of the Greeks and Romans. 2^^ 
Self-government by the boys of the school, a dependence upon 
the natural interests of the pupil, use of the natural activities 
of the child as a basis for much of the work, and a strong em- 
phasis upon activity and upon the constructive side of the work as 
furnishing an immediate introduction into a useful Ufe, were 
some of the features exemplified in this school at Mantua. 

Early German Humanists. — Among the early German Leader 
humanists, John Wessel (1420-1489), Rudolph Agricola r^^ 
(1443-1485), Alexander Hegius (1420-1495), John Reuchlin 
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(1455-1522), and Jacob Wimpfeling (1450-1528) possess the 
greatest reputation as educators. Their educational importance 
consists rather in what they did forjliejntroduction of the new 
studies and the new spirit among German students, than for any 
formulation of educational doctrine or for any work in the 
organization of schools, 
mus the ^ Erasmus. — The most famous of all leaders of the new learning 
lissancc ' was Desiderius Erasmus (Gerardus Gerardi). Erasmus's long 
•'o' life (1467-1536) was wholly devoted to/the furthering of the new 
learning as the most important factor m the much-needed moral, 
religious, educational and social reform of the time. As a 
scholar he probably does not take rank with some others of the 
critical phase of the Renaissance; but he was the most eflFective 
humanist and educator of all these centuries. " Of all scholars 
who have popularized scholarly literature, Erasmus was the 
most brilliant, the man whose aim was the loftiest, and who pro- 
duced the most lasting eflFect over the widest area," is the judg- 
ment of Professor Jebb. It was in this broader sense that 
Erasmus was an educational leader. All his work was primarily 
educational; that is, designed to reform the many abuses in 
society that were the outgrowth of ignorance. Let us see how 
this was accomplished. 
:ationof Erasmus's early education was designed to fit him for the 
monastic life. But after a few years of the narrow training of 
the typical monastic school, he was put at his ninth year in the 
famous Church school at Daventer. Through the influence 
especially of Hegius and Agricola, he became imbued with 
enthusiasm for the new learning. Later, in Paris, in Oxford, 
and in Italy, he perfected his knowledge of languages and of the 
literature of the ancients. Throughout his life he remained a 
sduca- most indefatigable student and often denied himself the barest 
^ ^orted- necessities of life to obtain coveted books. During his sojourn 
hrou^ at Paris and at Oxford, he was a teacher of private pupils, and he 
^^' became the first teacher of the new learning at Cambridge. 
For many years he led the life of the itinerant scholar, at centers 



mus 

/ 

\ 



Renaissance and Humanistic Education 177 

of learning in England, France, the Netherlands, Switzerland 
and Italy. For twenty years preceding his death he resided at 
Basel, then one of the chief centers of printing. Through his W thr 
personal correspond ence and his personal intercourse with tueti 
students and sdliolars, he did even more of the work of instruc' 
tion than through his formal connection with universities. 

But Erasmus accomplishedfar more as a publicist than through w *" 
•either of these activities. Few men have published more, and ^J^^ 
no man has seen his writings so widely disseminated in his own for the 
lifetime. Ail of his vast labors in this line were determined by ^^. 
his dominant educational or reform motives, ^e possessed 
little of the archaeological or aesthetic interests of many human- 
ists, and none of the dialectic and metaphysical interests of the 
scholar of the old time. Against both of these he wrote, chiefly 
in the form of satire. This satire enters into many of his works, thii pM 
such as The Praise of Folly, The Colloquies, The Adages, and ^^^ 
many of his briefer dialogues, such as the one on The Ciceronians throV 
previously referred to. 7'Aei4ifl^M is a collection of thesayingsof '"*'**; 
the ancients, professing to give a summary of their wisdom, but 
in reality so selected and commented upon as to serve as an 
influence reformatory of existing abuses. Tlie Colloquies dis- 
cuss in dialogue form a general variety of topics so as to reveal 
the current abuses in Church, state, family, monastery and 
university. T h us Erasmus became a reformatory force next 
in jmporlance to^^ither himself . His whole effort was concen- 
S^ed on giving tothe public a more accurate and more intimate 
acquaintance with the Scriptures. 

A fourth aspect of his educational labors is seen in his editions (4) thn 
of many of the Latin and Greek classics. Here, again, he pur- ^j^ 
posed to give a more accurate knowledge of this literature and cUsiici 
to make such selections as would expose the formality and the 
corruption of his times. Most important of these were the 
editions of Terence, Seneca, Cicero, Suetonius and Plautus. (j) thn 
A work of even greater importance for schoob was performed in J™P"f 
preparation of Latin <ind Greek grammars and of text-books, 
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of which the most famous and most widely used was Tht 
Colloquies. 
through One more source of Erasmus's influence still remains to be 
^^J^l^jj mentioned. This is his direct discussion of educational subjects. 
Such discussion is foxmd in some of The CsUoquies, in The 
Ciceronians, in his Method 0} Study y and in his Liberal Educa- 
tion of Children. His educational beliefs — there was no sjrstem 
aniaxy of of philosophy — were as follows. The writings of the classical 
lai views authors, the Church Fathers, and the Scriptures contain all that 
is necessary for guidance in this life and for the reform of the 
many existing abuses; but it is necessary to know these in the 
original and in their uncorrupted form. Consequently, the 
great work of the schools is to study a wide selection of these 
and to thoroughly imbibe their spirit. No mere mastery of form 
is sufiicient, nor is a limited selection of authors to be allowed. 
In place of dialectic distinctions or obscurities, rhetorical analy- 
sis and appreciation are to be emphasized. Grammar nece;3sarily 
forms the basis of all school work, but grammar as an intelligent 
approach to literature. Nature, history and contemporary life 
are to illumine this literary study, as it in turn is to reform so- 
ciety. Such knowledge should be disseminated broadly and 
should be free to women as well as to men. The moral purpose 
in education should ever be emphasized, and a study of religious 
literature and participation in religious services should form 
a part of all training. In a similar way, conduct, behavior 
and the amenities of life receive due appreciation. The spirit 
is that of the best of the Italian Renaissance. The barbarous 
methods of discipline of the times are condemned, and more at- 
^ tractive methods are commended. A study of the child is 
advised, and personal care and direction of his studies is insisted 
upon. The function of the mother, the importance of play and of 
exercise, the necessity of keeping education vitally in touch with 
the life of the times, are all recognized. Many details of soimd 
method, such as repetition, procedure through the mastery of 
small portions of work, importance of introductor^y studies such 
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as grammar and many similar topics, find exposition in his 
writings. Above all, he combats the narrow thinkers of his own 
school who would reduce the new learning to a formalism no 
more fruitful than the old which it replaced. 

Few of the educational leaders of the sixteenth or seventeenth 
centuries, and probably none of the important schools, failed to 
reflect in some degree the educational influence of this great 
master. 

English Humanistic Educators. — England produced no great 
Renaissance leaders who achieved any wide reputation. So 
her himianistic educators are those of local or, at best, national 
influence. Special attention can be given to but one. (See 
p. 182 for others.) 

Roger Ascham (1515-1568) has achieved a reputation above Aadu 
all other English humanistic educators. This is due to two "^^ 
things: first, that he was one of the first Englishmen to write a huma 
treatise on education in the vernacular; _and, second, that h^ 
possessed a style that has pven him a place in hterature as well 
as in educational history. Ascham was a product of the early 
Renaissance revival at Cambridge and succeeded Cheke, his 
master, to the chair of Greek. Afterwards he became tutor to 
the Princess, later Queen, Elizabeth, and then her Latin secretary. His Sc 
He was a man of public affairs as well as an educator, and speaks ^"^^'^ 
with the authority of such experience as well as that of a school- 
master. This authority and his royal influence gave him his 
reputation during his lifetime. His educational treatise, The 
Schoolmaster^ was not published until after his death (1571). 
His conception of education, though definitely limited by the 
title of his book to schoolroom education, is that of the t)rpical 
humanists. Its aim is defined in terms of culture and virtue. 
Moral purpose and practical efficiency are supposed to be its 
outcome; but these ends are to be gained wholly by the use of 
literature. His analysis of the subject-matter of education shows 
a wide knowledge of the classics, and his recommendations are 
similar to those of Erasmus and of Stuny, Jthom he closely 
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followed. His treatise, however, is so largely devoted to a dis- 
cussion of method that the general impression left from his 
insistence on the importance of grammar is that of the nar- 
rower humanists. All learning seems not only to be based 
on this, but to center in it. His essential idea of method was 
ncthod that of " double translation," by which one would come into 
dation" possession of a knowledge of the content as well as of a mastery 
of form. School discipline is the only other topic treated with 
any thoroughness. Ascham opposed the brutal discipline 
characteristic of all schools and masters of his time, and argued 
for a diflFerent attitude of teacher to pupil for both moral and 
pedagogical reasons, 
new TYPES OF HUMANISTIC SCHOOLS. —The educational 

her 

^ triumph of the humanistic ideas was first seen in the conquest 
of existing educational institutions, primarily the universities 
and the recently founded burgher schools. Then there followed 
the multiphcation of such schools more thoroughly embodying 
the new spirit than was possible in those founded imder the 
aegis of the old traditions. Finally, by the establishment of new 
types of schools wholly expressive of the new spirit, the human- 
istic education became triumphant. By the time this latter stage 
was reached, the Renaissance movement had coalesced with the 
Reformation movement, and these new types of schools were 
connected with some aspect of the religious reforms, 
lalism By the latter part of the sixteenth century, the formalism 
ds,new ^^ ^'^ work of these institutions was no less characteristic and 
>i<i no less rigid than the formalism of the later mediaeval education, 
though different in content. These schools and this narrow 
humanistic education represented the practice and the ideal of 
education for several himdred years. It was even well into the 
nineteenth century before there was any general revolt against 
""*' them. In the subsequent consideration of other types of educa-; 
: tional thought, it must be borne in mind that these latter were 
protest s only, and that the normal condition was the one deter- , 
/ mined at the period h^^re under consideration. (See Ch. IX.) ', 
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The UniverBities. — These general statements are especially intiodu 
true of the universities. Her e th e old traditions long resisted ^^|^ 
Jhe^ spirit oi the new learning. Though the conquest of some into the 

■ was complete and the new subjects in time found tolerance in """"™ 
all, the formalism of most university work was not radically 

_ changed. The most important modifications were a broad- 
ening of the authority which dominated the work, the change 
in content made by the addition of literary and linguistic sub- 
jects, especially Greek, and the substitution of classical for 
ecclesiastical Latin. It was in the Italian universities, those di 
Favia, Florence, Padua, Milan and Rome, that the new learning 
first found a permanent home. , As a result of the influence of 
Petrarch and Boccaccio, teachers of rhetoric in the universities 
began to devote their time to the study of the classical authors. 
The " imitation of the ancients " became a passion with many, "imfttti 
and students were drawn from the dominant interests of law '^'^'j^ 
and dialectic. This imitation led to the study of the classics ia It^; 
and from that to an attempt at reproduction, especially through 
epistolary efforts. In the case of the leading humanists this 
imitation produced a real literature; for it was not only an 
attempt to master the style of the ancients, but also to assimilate 
the content of their writings, their dominant ideas, and their 
conduct of life. During the fifteenth century the teaching of 
Greek in the universities, in the schools under the patronage of 
local lords, or in those under wholly private auspices, became 
quite common throughout Italy. By the sixteenth century 
the classical study in these universities had degenerated into 
that narrow Ciceronianism previously noted. 

As the new learning had spread through Italy chieBy through in Fnnc 
the wandering scholars and teachers, so it passed to the univer- 
sities of the North during the later half of the fifteenth century. 
The University of Paris, where the Hieronymians had gained a 
stronghold and favored the new learning, was the storm center. 
Greek was taught here as early as 145S. The political connec- 
tion between France and Italy was especially close after 1494; 
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this aided the development in intellectual sympathy, already 
strong because of the basal Latin character of the two peoples. 
During the sixteenth century French scholars and printers were 
the leaders of the movement, both within and without the 
universities. 

«rmany; After 1460 the German universities of Heidelberg, Erfurt 
and Leipzig were frequented by these wandering teachers 
of " poetry" (p. 173). The first permanent chair of the new 
learning — " Poetry and Eloquence " it was called — was 
established at Erfurt in 1494. Wittenberg, founded in 1502, 
was humanistic from the beginning. By 1520 the new learning 
was at least represented in all the German imiversities and 
thoroughly dominant in several of them. 

iig^d The new learning was first introduced into England at Oxford 
by a group of students who had acquired their inspiration from 
the Italian schools. The foremost of these Hellenists were 
William Grocyn and Thomas Linacre. Around these men 
Erasmus found a group of scholars gathered when he came to 
Oxford in 1498. At Cambridge it was Erasmus himself who 
introduced the new learning from 15 10 to 15 13. Ascham and 
Colet were Cambridge products of the early sixteenth century. 

ncrous Schools of the Court and of the Nobility. — The hostility of the 

t schools universities and of the Church and monastic schools to the new 

taly simi- 
le those learning led to the establishment of many schools embodjring 

ittonno ^jjg jjg^y spirit, under the patronage of the monarchs and of the 
nobility. This was especially true in many of the small Italian 
states, where the dignity of the court was much enhanced by 
such attendants (p. 174). A great rivalry grew up among these 
states for the attachment of noted scholars or for the possession 
of famous schools. The customarj^ migratory life of the scholars 
in their search for learning or for new honors encouraged this 
competition and assisted in the dissemination of the new learning. 
At Florence, Verona, Padua, Venice, Pavia and numerous 
Italian cities, such court circles flourished, frequently with no 
organization into schools whatever. Some of these rivaled 
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the universities, and some were in connection with the local 
universities, which were but appendages to the court. Many 
such schools of these early masters embodied in a less notable 
degree the same ideas as the school of Vittorino. The function 
which these schools had in the education of the children of the 
court led to an emphasis on the physical and social elements in 
education as well as on the literary, and resulted in a fusion of 
tlic chivalric and humanistic ideas 

The Fiirstensckulen, or 
schools for princes, founded 
in Germany during the early 
sixteenth century, were simi 
lar to these court schools 
of Italy in their purpose, 
in their curriculum, in their 
complete control over the 
life of the boys, and to a 
certain extent in their spirit. 
They differed from the dom- 
inant type of German Re- 
naissance schools in a va- 
riety of respects. They were 
not controlled by municipal- 
ities as were the gymnasien, 
but were under the immediate control of the courts. They were 
boarding schools, and hence had wider supervision and more 
thorough control of the students. They aimed to train directly 
for leadership in Church and State, and drew their students 
chiefly from the families of the nobility. In respect to the con- 
tent of their curriculum, they represented a broader if less deOnite 
type than the gymnasium and to an extent paralleled the work 
of the universities. The most important of these schools, never 
very numerous, were those of Pforta, Meissen and Grimma. 

The Gymnas ium is the typical humanistic school of the Teu- 
tonic countries, and has remained imtil the present time as tSe 




184 Brief Course in the History of Education 



public 
ical 
lis of 
aany 



laitioii 
eold 

lit into 
cw 
cal 
fchoob 




best type of the secondary schools of those countries. Such 
schools were formed from the exist mg higher burgher schoo ls 

or Church schools by the substitution of the classical ft 

w ^ ■ _ ■ ^— — ■ - — ^-^ - — — — - - ^-^^^^"^ 

the mediaevil Eat m. the study of literature to f th6 old formal 
rhetoric, of mathematics for diale ctic, ana by tne aaaition ot 
Greek and, in many cases, of Hebrew also. 

As early as i4»5 tne new intiuences were at work in the burgher 
school at Nuremberg, and in 1495 " poetry " was added to the 
curriculum. A few years later " poetry " and " oratory " were 
introduced into all the higher schools of the city. In 152 1 Latin, 
Greek and Hebrew were introduced into the old cathedral 
school, and five years later Melanchthon inaugurated a new 
secondary school embodying his curriculum. By this time 
many other city schools had been remodeled, and the term 
gymnasium began to be used to indicate the schools of the new 
disci pline. 

The {gymnasium at S; trnj;f;hnrpr^ nrpr^ni zed in i^ ^7 by John 

Stur mp and COnd ur^^^H hy hirn^fnrn early forty ySTiMj t*VAriw1 

1 ne work ot 




the greatest influence of any of these schoo 
Sturm^s gymnasium was divided into nine gra des closely articu * 
latedy with work accurately (;;nii£;r(rrnT- tf^p aprp i and the stage of 
advancem ent of the pupil . The methods were carefully deter- 
nnned and faithfully adhered to for years. The subject-matter 
was chosen for the most part from the Latin classics, with some 
from the Greek and from the New Testament Epistles in Greek. 
The entire work of the school was determined by its great 
purpose, — the development of the ability to speak and write 
the Latin of Cicero. Though Martial, Horace, Virgil, Ter- 
ence and Plautus were used, Cicero's writings formed the bulk 
of the curriculum. The orators and the comedians were es- 
pecially studied for the command which they gave of the spoken 
language. There was much of declamation, oratory, presenta- 
tion of plays, disputations and letter writing in the school for the 
same reason. Sturm defmed the aim of education to be piety, 
kno\\'ledge and eloquence. By the first he meant knowledge of 
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catechism, creed, etc., with reverence for reh'gion and participation 
in Church services; by kn owledge he meant the Latin l^ np;iia.pre 
and literature; and by eloquence the ability to u se that lang uage 
in practicaj jtfe, S turm trained many of the leaders of his time. 
His scKool often had more than a thousand pupils from many 
lands, many of them from the nobility. His influep *;^ was ^^^^^^ Xn^^ 
on the schoo ls of the sixteenth century through the many exper t ^^^^ 
tparKprg^yyhnni hp trainpH, throu gh the influence of his mode l 
cours e of study so often imitated, through his published texts 
mor e carefull y graded than any hitherto, through his corr e- 
spon dence with such men «<t Asrh^"^ «"^ Mplanrhth^", ^"^ 
throu gh his p erso nal advice and influence in the establishmen t 
of s(:ho^^^ T he school was of the narrow humanistic ty pe. 
No attention was gi ven to the vernacular, an d only casual men- 
tion fs made ot geography and mathematics. In later years 
Hebrew wasTrnfroduced. TEisTeprcsciSfs the gynmasium of 
the sixteenth century; and with some gradual curtailment 
of the classical element, in favor first of mathematics, then of 
modem language and history, and finally, to some slight extent, 
of the natural sciences, it represents the gymnasium from that 
time to the present. 

With the progress of the Reformation and the organization 
of state systems of schools, the gymnasien passed under the 
control of the central governments and became, as they have 
remained, the imifying ^j^r fi of thfi vnririn (Tprniftn Bffh^H 
systems: 

The English Public Schools represent the formulation of the The p 
same type of schools. In England such schools are on founda- ^^ 
tions, independent of both State and Church, furnished by Enc^i 
private benevolence or by royal endowment. It is to this char- 
acteristic that the term p\Mic refers, for tuition charges are uni- 
versal and are here quite high. Beginning with Winchester 
(1379) and Eton (1440), such schools had been founded before 
the Renaissance. But it was not until after the founding of St. 
Paul's in London (15 12) that they became either numerous or 
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representative of the Renaissance. St. Paul's, founded by John 
Colet, to whom reference has been made as one of the early 
humanistic leaders of England, became the model in curriculum, 
in method and in purpose. The first master, William Lilly, 
also a humanistic leader, perpetuated his influence and that of 
the school in a Latin grammar that was the standard text for all 
Eiiglish schools for generations. 
'•Great At the time when Colet foimded St. PauFs there existed in 
England from two to three hundred secondary schools in con- 
nection with monasteries, with cathedral or collegiate churches, 
with charity foundations in parish churches, with guilds or upon 
independent foundations. There were few of these latter, and 
all were inferior to Winchester and Eton. The close connection 
between these and the monastic schools is indicated by the il- 
lustration given, which is the oldest representation of Winchester 
School. The chief difference between these and monastic or 
hospital foundations was in the beginning not one of kind, but 
of degree. Here priests and paupers were provided for as well 
as scholars; but there were seventy of the latter and only three 
priests and sixteen charity foundationers. The main function 
of the institution was the preparation of students for New 
College, Oxford; hence teachers were provided, and behold! 
a new institution, a school rather than a monastery or a hospital. 
These public schools, nine of which, Winchester, Eton, St. Paul's, 
Westminster, Harrow, Charter-House, Rugby, Shrewsbury and 
Merchant Taylor's, are termed greai^ continued the narrow 
humanistic training as formulated during this early Renaissance 
period, almost without modification until the report of the 
royal commissioners of investigation in 1864. 
Latin The Grammar School of the American colonies was a trans- 
?*■! planted English public school. Soon, however, these schools 
men- became supported and controlled by the colonial or local town 
oloniet governments. Only rarely did such a colonial school receive a 
foundation by bequest, and even more rarely was one founded 
by reh'gious or private association. The curriculum, the method 
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and the purpose were almost identical with those of their English 
prototype. Such schools were to be found in all the colonies, 
with the exception of Georgia and North Carolina. They were 
most numerous in the New England colonies, where the religious 
motive was prominent and where colleges demanding the pre- 
paratory grammar train- 
ing were influential. In 
Massachusetts, Connecti- 
cut and Maryland sys- 
tems of such schoob ex- 
isted. In Massachusetts 
alone such schools were 
established in considera- 
ble number. The first of 
these in America, the Bos- 
ton Latin School, founded 
163s, has existed con- 
tinuously to the present 
time. The illustration given is of the old schoolhouse in con- The< 




The Boston Lai'in Gkamhar School 



eighteenth century, at the close of the long mastership of Ezekiel Bottc 
Cheever. Cheever, the most famous of colonial schoohnastera, 
came to the Boston school in 1670, after a teaching experience Thei 
of thirty-two years in New Haven and in various Massachusetts "j^*^ 
towns. For thirty-eight years he served as master of the Boston mub 
school. Owing to the fact that social and educational tradi- 
tions were far less binding in the new country, the humanistic 
school gave place to a new type in America sooner than in any 
of the European countries. By the close of the eighteenth 
century, the Latin schools were replaced by the academy, to be 
mentioned later (p. 250). 

The Jesuit Schools, to be discussed under the Reformation 
(p. 202), were also important types of these schools. 
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^^^The Renaissance was primarily a movement in individualism. The 
Icnaracteristic features of the period were the attempts to overthrow the 
I various forms of authority, in Church, State, industrial and social organiza- 
tions, intellectual and educational life, dominant during the Middle Ages. 
In the earher part of the movement and in the South of Europe, culture as 
the means of personal development was emphasized; later, and in the North, 
knowledge as a means of reforming those evils and injustices of society 
I which were the outgrowth of ignorance was the chief interest. Twe dis- 
" tinct types of educational thought and practice grew out of the Renaissance. 
i^The first was the revival of the liberal education of the Greek s, which aimed 
" at the development of personality by means oTa great variety of educational 
instruments. This aim of education was broad and included a variety of 
"cTemehts tcsides the intellectual, and used many means besides the literary. 
Soon, however, this became the exception, and survived only in various 
forms of protests or refqpn movements which sprang up against the domi- 
nant type of education. -'This dominant type of education was the second 
educational outgrowth of the Renaissance. It was the narrow human istic 
education into which the broad humanistic or Greek liberal education soon 
degenerated. The classical languages and literatures were first studied 
as the source of all liberalizing ideas; then as a training in formal literaiy 
appreciation; then merely as a formal discipline of the individual. Each 
country produced a number of Renaissance educatiorial leaders and ap- 
propriate types of schools. Among the leaders Erasmus, was the most 
prominent. The German gymnasium, the English public school, the 
American colonial grammar school and college, were all types of the 
narrow humanistic schools. In all, the contenj /^f pfliirfltmn wn^ r»*«TtTirtoH 
to the Greek and Latin lanp i^gpg anr^ |itprafmipg^ This purely Jormal 
<>fhi ration hprfl mp iHpntjfip^ ^^jth t^*> Ij^^n? fd^J^^^^'^ u, and was the dominant 
t ypg^f educa tion well into the jijneteent}ucealury. Any other conception 
or practice of education during the early modem period was wholly subor- 
dinate to this, and is of importance only as a protest or as a geim of subse- 
quent development 
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[grORMAT ION) T HE COUNTER- EEFORUATION AND THE 
RELIGIOUS CONCEPTION OF EDUCATION 

WHAT THE REFORMATION WAS. —The Renaissance in 
Gennany is distinguishable from the Reformation only in its 
spirit and in its outcome. The most fundamental features of 
this period have already been mentioned in stating the changed 
character of the Renaissance in the North. The Italian Renais- 
sance was lar gely interested in classical and pagan hterature; 
the Teutonic Renaissance, in pa tristic and Christian hte rature . 
The one was concerned m persona l cultu re : the other, m social 
reform, in m orals and in religion. O ne was individualistic an d 
self-centereH; the other was social and reform atory. One 
explanation of the differCTice is found in the fact that- the civili- 
zation of the Latin countries was based directly upon the classi- 
cal institutions, the traditions and influences of which were 
ever present ; while the civilization of the Teutons had been a 
direct outgrowth of their Christianization. Another partial 
explanation is that the Teutoni c mind had a moral and rel igious 
bent, while the Latinliiind was predominantly secular jajts 
interests, 'i'he interests of the fifteenth century were literary 
and Esthetic, and involved the recovery and appreciation of the 
classical literatures. Those of the sixteenth century were 
ethical and theological, and involved criticism and reconstruc- 
tion rather than appreciation. 

This criticism and this reconstruction were directed toward '^ 

two aspects of religion, one abstract and theological, the other J 

practical and moral. The movement began with the prac- » 

tical effort to reform the many abuses within the Church. The { 
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Tx necessity for such a reform was admitted by the Church Icmg 
^™ before the actual break occurred, and was striven for by many 
« sections of the Catholic Church both before and after the open 
^^ break had taken place. This tendency toward moral reform 
I within the Church, which culminated in the Council of Trent 
(1545-1562), would probably in itself have caused no permanent 
division. But by that time the abstract and theological differ- 
ences, due to fundamental disagreement, had become so promi- 
nent that harmonization was no longer possible, 
at This fundamental divergence in the conception of religion 

^._ is due to the nature of the human mind. It had appeared in 
)ward the discussions of the later Middle Ages between realists and 
nominalists. But so long as men's minds remained essentially 
uncritical and without the basis for forming positive judgments, 
the inherent incompatibility of the views did not cause open 
rupture. With the Renaissance this basis was furnished in the 
knowledge of ancient and patristic literature, and the critical 
spirit was consequently developed. Hence it was inevitable 
that the two funaamental views of religion should come in con- 
flict. The one view looks upon religion as a completed truth,i 
•revealed in its entirety by divine providence and given into the! 
lands of an institution, which, in its origin, constitution andj 
LUthority, is as divine as the original revelation itself. To the other 
lew, reUgion is a truth divine in its origin, but completed only 
vith the growth and through the development of the spirit of 
nan. It is not a completed truth, but one whose principles are 
perfected by progressive application through the lives of men. 
Its particular meaning, in time and place, is given by the ap- 
sfor- plication of man's reason to the original revelation. Accepting 
*^' the original revelation as the basis, the one finds the truth 
was completed in the authority of the Church, the other in the rea- 
"^*" son of the individual. Henc e the em phasis on reason, origin at- 
iance ing in the Renaissance, was continued by the keformationand 
' app Eed to re ligious beliets and practices. The tendency to 
observation, comparison^' (iritigisiiuur^ thai is» the . appeal. Jg . 
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ongn^ s pprce s and to experience — which characterizes the 
humanisti c Renaissanrp is "t TTfrVsRpn tial characteristic of the 
Protestant Reformation. From this grew the most import^ 
educaflaiaTconsequences. 

The counter-Reformation was the reaction against this Theco 
movement toward separation. The inquisition was the chief ^^, 
negative or repressive means of this reactionary movement, ™ae«foi 
and education its chief positive one. This education was con- J^o^ 
trolled for the most part by the newly organized teaching con- Ronua 
gregations, chief among which was the Society of Jesus. church 

INFLUENCE OF THIS PERIOD ON THE CONCEPTION 
AHD SPIRIT OF EDUCATION. —The logical outcome of the 
views of the reformers would have led, first, to a continuous 
devebpment of the Renaissance emphasis upon the use of reason ^^f^ 
in the interpretation of secular life and of nature ;T sccond, to' thq ufint 
restriction of the authority of the Scriptures to r eligious matters; '^^^ 
and third, to the use of reaso n by the individual ev en in th6 bat ed 
interpretation of the ScDpS ires. 3ut the tendencies in all of ?'^^ 
these lines were checked before the expiration of a single genera- Renaia 
tion. Luther, in the early days at Wittenberg, wrote : " What 
is contrary to reason is certainly much more conlrarj' to God. 
For how should not that be against divine truth which is against 
reason and human truth ? " And even later he said, " It is 
admitted that reason is the chief of all things, and among all A nut 
that belongs to this life, the best, yea, a something divine." [^"lui* 
But before the close of his Ufe he stated as his view that, views 
"The more subtle and acute is reason, the more poisonous a 
beast, with many dragon's heads, is it against God, and all His 
works." This latter position is reiterated with characteristic 
vehemence and denotes not only an individual but a general 
change. 

The Reformation leaders themselves recognized that the 
doctrine of the Reformation contained inherently the right of 
liberty of conscience and the duty of interpreting the Scriptures 
according to one's own reason. But they found it quite as 
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dappU- difficult as it had been before to admit this right for othen^ 
J^gn. Hence the application of the critical and rational faculties to 
eforma- literature, religion and secular affairs, to institutional life and 
g^' to the realities of nature, was left for succeeding centuries. Even 
ation then this progress was through bitter conflict with the reformed 
^ ^ churches as well as with the Roman Catholic. Xiibeialism of 
in^ \^ thought and emphasis on reason And little realization in the 
education of the time, either as formulated into doctrine, as 
organized into schools or as expressed in the somewhat inde- 
finable spirit of education, 
laiism ^ Formalism m its Results. — On the contrary we find education 
lomi- dominated by a formalism growing out of the dominant theo- 
c of the- logical groups into which the Protestant movement divided, 
csts ^6 Lutheran, the Calvinistic, the Zwinglian and the Socinian, 
with their almost innumerable subdivisions. Lutheranism es- 
pecially, following the political divisions of the German people, 
became a congeries of discordant sects, whose chief interests 
were now in the petty conflicts among themselves. The result 
was a multitude of creeds, expanded to cover the minutest 
details, carrying to their respective adherents all the authority 
of the Scriptures. Intellectual life was bound within these 
asified narrow limits. The education of the schools, higher and lower, 
ier- ^^^'^ ^^^ purpose and received its spirit from this same formal 
jrmation and narrow interest. The counter-Reformation intensified the 
same attitude upon the part of those of the Catholic communion. 
For the later half of the sixteenth and for all of the seventeenth 
new H centxiry there existed a new scholasticism, either Protestant or 
^^' " Roman Catholic. In this there was a return to Aiistoteliiiusm 
as a basis for the endless definitions and distinctions made 
necessary by these involved systems. Though the content 
of this scholasticism of the sixteenth century was somewhat 
different from that of the thirteenth, its spirit and form 
were the same. 

For these reasons .the Reformation failed to secure freedom 
of learning, the spread of culture and the development of 
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science, during the sixteenth and seventeenth centuries, though The domi 
these intellectual and educational results were logically involved ^'=«"^ 
in the basal positions of the reformers. The bitter partisan fonniibni 
and destructive religious wars of the entire period were partially "J^ J*" 
responsible for the dominance of the state over religion and for wan expii 
the formal and scholastic character of education. These con- ^JfJ]^' 
ditions also explain the low ebb of educational affairs during the tiaiuiaffa 
seventeenth century and the fact that the educational ideals of Retormtti 
the early reformers and the reformed states did not begin to timti 
be reaUzed until late in the seventeenth or in the eighteenth 
century. 

This formal theological education appeared not only in the Thefwm 
content of the work of universities and higher schools and in the ^^^' 
spirit of the intellectual life in general, but also in the concrete 
work of the lower schools. Here it was not the actual training 
in form al theology so much as it was the training in tEe old 
dialectic power, the power of making fine distinctions in the 
meaning of words and of using abstract terms. There was little 
or no interest in content. Thus there resulted in all the schools 
an emphasis on the memory and on the abstract logical activities 
of the mind, with little reference to the inherent validity of the 
material upon which it worked. 

Humanistic Content. — On the content side the Reformation ed- Hum&Dtit 
ucators accepted the humanistic curriculum, though they used it ™™^^ 
for a purpose different from that of the earlier humanistic educa- b; the i«- 
tors. This acceptance resulted from the vital connection between f""™"" 
the two movements, previously noted, and from the fact that a 
mastery of the classical languages was essential to the direct 
5tudy of the Scriptures and of the Fathers in the origmals. Con- Addition . 
sequently, this study became the immediate purpose of Protestant ^j*^ 
education and found a prominent place in Protestant schools. 
The curriculum received a profound religious bias in a variety 
of ways. Catechisms, creeds and church services were memo- 
rized. The Scriptures were used as a text. The entire work of Aiii of th 
the school was directed to the exposition of Christian literature "^"^ 
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and doctrine and to the development of exegetical and polemical 
ability. 

Institutioxial Effects. — One other great educational influence 
of the Reformation was the establishment of systems of schools 
based upon the ide a of universal education. The development 
and completion oTsuch systems ot state public schools awaited 
the growth of the political idea that thp wplfarp nf tVip, sffttp 
depends upon the educ ation of the InSividual cit izens. But 
the Basis foi* all stich systems is found in the Reformation doc- 
trine that the eternal welfare of every individual depends upon 
the^ apphcation of Ris owiT reas on to the revelati on cont^ed in 
J the Scriptures. Consequently the ability to read the Scriptures 
in some form, the desirability of reading them in the 
original, and the necessity for the training of the rational 
powers presented new tasks for the school and demanded the 
, universal and even compulsory education of children of all 
f^i***^*" I classes and of both sexes. It is not maintained that the Refor- 

teetn cen- 
turies mation gave the Bible to the people in the vernacular, for 

there were at least twenty-four German editions before that of 
Reformation Luther. Nor is it true that it gave the elementary school to the 
people; for it is probable that the actual opportunity for educa- 
tion open to children of all classes was greater for the century 
before the Reformation than it was for the century afterward. 
But the modem idea of elementary education is undoubtedly an 
outgrowth of the principles involved in the Reformation. 

SOME REFORMATION EDUCATORS. — It is quite difficult, if 
not impossible, to differentiate the humanistic from the religious 
educators of the sixteenth century. From the fact that the north 
European humanists gave the new learning a reformatory bent, 
they were collectively responsible for the Reformation movement. 
While many of them, such as Erasmus, Wimpfeling, More and 
Rabelais, refused to break with the Church and rejected the violent 
methods of the reformers, they could not dissociate themselves 
from this responsibility. On the one hand, many of those 
prominent as humanistic educators, such as Sturm, are quite 
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prescntatives of religious educalion. On the other 
of those usually considered as Reformation educa- 1 
Melanchlhon, are quite as thoroughly humanistic ! 
tioncd in the previous chapter. T he religious aspect 
these educ ators is revealed in the purpose and 
^lucation. while the humanistic or real istic 
^ in t he conten t or subject -matter. The Reforma- 
tion (tnd tbi' ii.iiraer-Rcforn^tion movements- produced many 
grcaj eiJtucalur^ and leaders of educational thought, though but 
are here mentioned in detail. ' In fact, it was 
e of the character of the later Renaissance move- 
he religious leaders seized upon education as the 
cnt for bringing about the reforms which they 
Protestant side, the great leaders are Luther 
hon and, in a less important way, the other great 
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1^1509-1564) was occupied during the greater 

i in religious and theological controversies. Only 
r years did he give especial attention to education. 
I college at Geneva, which was little more 
than a t)'pical humanistic Latin school. Later, these schools 
became quite numerous throughout France among the Protes- 
tant communities. With the expulsion of the Huguenots, many 
schools of a similar type, under the patronage or influence of the 
French refugees, were established in Gerniany, as a tj-pe scarcely 
to be distinguished from the jurstenschulen previously mentioned 
(p. 183). Zwingli (1484-1532), the great Swiss reformer, fostered 
the humanistic learning, encouraged the formation of elementary 
schoob, and wrote a treatise on "The manner 0} inslructing and 
brining up boys in a Christian way " (1524). John Knox 
(1505-1572), the leader of the Scotch Reformation, was the 
chief agent in the establishment of the parish school system of 
Scotland (p. 210). 

v'BIartin Luther (1483-1546), the great protagonist of the 
Reformation, assumed the leadership of the educational 
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ler. the movement that had begun in Germany even before the 
vna g*-'™^ 0^ ^^^ Renaissance idt.is took root. This movement 
fd'to was threefold. I^ worked through the power of the state 
'^'° toward the deliverance of education from ihc irammels which 
Mion the Chm:ch had gradually forged for it through ct-gturics. _Jl 
strove for a wider dissemination of the oi)ponunilies for edu- 
cation. It held a truer conception of the function of education 
in life, both religious and secular. All of these tendencies har- 
monized with Luther's beliefs, and the success of the Rrforma- 
tion necessitated at least a partial realization of tliem. Luther 
harshly condemned the education given by monastic and ecclesi- 1 
astical schoob and held that the purpose and scope of education 
was no longer to be dominated by religion and the Church. In 
his Address to the Mayors and CouncUmen oj the Germa-v Cities, 
Luther writes: — 

lUr need "Were there neither soul, heaven, nor hell, it would bKjlfl(q||cesEaiy 
^'"»'» to have schools for the sake of affairs here below, as the UsSHJF of the 
Greeks and the Romans plainly teaches. The world has ucdql.cducated 
men and women, to the end that the men may govern the oDBCT^Iroperiy, 
and that the women may properly bring up their children, ttn for their 
^mestics and direct the affairs of their hoiiseholda." 

id scope He looked u pon the f amily as an educa tional institut ion not 
a^f^ws ^cond ary e ven 'to theTchoo i. In his vieweducationbecame 
.uther something broader than the school. But the school itself was 
to be broader than that which then existed, and much broader 
than those established by his followers of the sixteenth and the 
seventeenth centuries. It is true that Latin and Greek con- 
stituted the bulk of Luther's curriculum. To those languages he 
added Hebrew, and also attempted to bring this linguistic educa- 
tion within the reach of all. But his curriculum was much more 
than linguistic. He also added the logic and mathematics 
demanded by the times, but laid a new emphasis upon history, 
science and music. This latter provision indicates one of 
Luther's most important influences upon the German people. 
For through his influence music became a componesnt part of 
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the education of all. Gymnastics and physical education were 
given a place new to German thought. 
.^ Luther clearly saw the fundamental importance of universal |t.uthcr'i 
^ education for the Reformation and insisted upon it throughout I ^n^^n 
his teachings. Schooling was to be brought to all the people, 11 'creai edu- 
noble and common, rich and poor; it was to include both boys 11*'**^° 
and girls — a remarkable advance; finally, the state was to^ 
frame laws for compulsory attendance. 
In the Address previously mentioned Luther wrote: — 

"I by no means approve of those schools where a child was accustomed Luther's 
to pass twenty or thirty years in studying Donatus or Alexander, without conceptiot 
learning anything. Another world has 'dawned, in which things go diflFer- ® ^ "^^ 
ently. 1 My opinion is that we must send the boys. to school one or two 
hours a day, and have them leara a trade at home for the rest of the time. 
It is desirable that these tvtro occupations march side by side." 

It was further his opinion that the authorities were " boimd 
to force their subjects to send their children to school," just as 
they compelled every subject to render military service and for 
much the same reason; namely, for the defense and the pros- 
perity of the state. Consequently, education should be state- 
supported and state-controlleST 




The concrete work of cariymgldeas into eflfect was left to his 
followers. Chief among these was Melanchthon. 

^ Philip Melanchthon (1479-1560) is called the Preceptor of Ger- Reason fo 
manjy for he was to Germany in educational reform what Luther MdSndi- 
was in religious reform. The title was not given without good thon the 
reason, for at his death there was scarcely a city in all Germany oamany 
but had modified its schools according to Melanchthon's direct 
advice or after his general suggestions, and scarcely a school of 
any importance but numbered some pupil of his among its 
teachers. Wittenberg was the center from which radiated Wwkatt 
these influences, united as they were with those of Luther. In wlS^a 
this university Melanchthon labored for the last forty-two years 
of his life. Through his influence the imiversity was soon re- 
modeled along humanistic and Protestant lines, and became the 
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loflueoce of 

his pupils as 



model of the many new universities of Germany. To Wit. 
tenberg flocked students by the thousand, drawn by Melaiich< 
thon's great reputation. From Wittenberg, in turn, were sent 
out teachers carrying Melanchthon 's idea into all Gennany. If 
a prince needed a professor for his university or a city a rector 
for its schools, Melanchthon was consulted and most naturally 
one of his pupils chosen. The most distinguished teachers (rf 
this period, such as Neander and Trotzendorf, were his pupils, 
or, like Sturm, dependent upon him for counseL Through his 
correspondence and visitation of schools he led in educational 
reform, 
ich- Melanchthon 's contact with the individual pupil was 

' """ mainly through his many text-books. When sixteen years of 
age, he wrote the Greek grammar which later became almo^ 
universally the text for the German schools. His Latin gram- 
mar, written later, achieved a similar vogue. His texts on 
dialectic, Aetoric, ethics, physics, history, were similarly useful 
in the bwcr schools ; and his theology became the great text 
for Protestant universities and higher schools. 
iaxooy Through his formulation of the Visii^tiQn_A.riides oi Saximy 
^^ in 1528 (p. 208), drawn up at the request of the Elector, be 
became the founder of the raodeoj^state school sys tem . 

Melanchthon's pedagogical writings consist chiefly of in- 
augural addresses or lectures to students on the value of the 
study of literature and philosophy. They are of importance 
only as indicating the content and spirit of the humanistic 
education. 
iDistic TYPES OF RELIGIOUS SCHOOLS. The Universities.— 
1^^^ The history of the universities of the German states during the 
o sixteenth and seventeenth centuries was determined by the prog- 

ress of the Protestant religion and was almost identical with 
the development of Protestant theology. Wittenberg, founded 
in 1502 as the first university of the new learning, became tbrou^ 
the residence of Luther and Melanchthon the very' center d 
Protestantism. The universities gradually, threw o£E their allfr 
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giance to the pope and transferred it to the temporal princes. [ New uni 
Since their support was now derived from the favor of these 
governments instead of from ecclesiastical sources,;the control 
exerted by the princes became determinative. To a considerable 
extent their support came from the dissolution of old monastic 
and ecclesiastical fomidations. | Marburg, founded in 1527, 
was the first of these Protestant universities, while Konigsbei^, 
Jena, Hehnstadt, Dorpat, and a number of others were added 
within a century. Within this same period seven Roman Catho- 
hc universities were founded within the limits of the German 
states. Several during the same period grew out of gymnasien, 
as the one at Strasburg (1621) from Sturm's school, and the 
one at Altdorf (1578) from a famous institution at Nuremberg. 
Both of these were Protestant, f The work in many of these was 
of a high character, and their influence great. Altdorf, for woAoi 
example, though very poor, is said to have contributed more to ^]^ 
philosophical study than all of the universities of the British univenii 
empire. ' Yet, in general, by the seventeenth century the 
activities of these institutions degenerated into the lifeless 
formaiism previously mentioned. A German historian re- 
marks that the dommant theological interest "called into 
existence a dialectic scholasticism, which was in no way inferior 
to that of the most flourishing period of the Middle Ages, either 
in the greatness or minuteness of the careful and acute develop- 
ment of its scientific form, or in the full and accurate exhibition 
of its religious contents." 

In England the connection between the Reformation and TheRei 
the imiversities followed a similar course.' At Cimbridge, ^^ 
where the Reformation centered, the movement began early in uniTcni 
the period, under the leadership of Tyndale (c. 1484-1536) and 
Latimer (1485-1555). The dissolution of the monasteries and 
friaries which formed so important a part of Oxford and Cam- 
bridge occasioned considerable diminution in their power and 
effectiveness. This was gradually offset by the founding of new 
colleges from the spoib of these dissolutions and by the establish- 
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ment of regius professorships. In various other ways the 

.monarch and the national Church came to the support of the 

universities, but in time the degeneracy in work and life of these 

institutions was even more marked than in those of Germany. 

manistic Protestant Control of the Humanistic Secondary Schools. — 

itnSw by '^^^ movement toward the secularization of the Latin schools, 

states begun in the fifteenth century, was completed by the Reforma- 

iaties ^j^jj movement in the sixteenth. iThis fiftrii1a.nza.tiQp relatfiH to 

the control of schools and not to tRe purpose and character of 

» — — — ^ — ■ * * — ■ — 

study; 'Even imder state control th^ domlnautTHoSve was the re- 
ligious one.! The rectors of these schools, as well as many of their 
teachers, were Protestant leaders or ministers. The dominant 
influence in the boards of control and visitation was always 
luenceof exercised by the representative of the Church. The new schools 
^^ founded were shaped by Melanchthon's " School-Plan," which 
n was thoroughly humanistic in the sense that Erasmus and Luther 

would approve. The purpose was chiefly religious and political, 
rather than hmnanitarian in the broader sense. In content 
little difference, if any, from the old schools can be discovered. 
A little Greek and less mathematics were added to the Latin 
curriculum. No attention was paid to the vernacular, 
te system A more Striking change was the organization of these schools 
^ndary Jjj^q s)rstems, through the cooperation of the state with the 
municipalities. The first distinctly Protestant gymnasium was 
that of Magdeburg, founded from the union of the old parochial 
schools in 1524. The following year Melanchthon drew up his 
plan of a gymnasium for the school of Eisleben, the birthplace of 
Luther. In 1528 the electorate of Saxony established the first 
general system of such schools. It provided for the founding of 
Latin schools on Melanchthon's plan in all the towns and villages 
of Saxony. The Duchy of Wurtemberg followed in 1559 and 
the other German states later. 

In England these secondary schools have not to this day been 
organized into a system. However, they remained practically 
under the control of the national Church. The reorganization 
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of these schools by Henry VIII and Edward VT was for the pur- in Eng 
pose of destroying the monastic and ecclesiastical control. Each ""^ ^ 
was placed on a separate foundation, but most of them were so penden 
organized that the masters and fellows, the teaching and the ^^ 
controlling bodies, must be from the clergy of the Established lie tcba 
Church. Thus they remained until the reforms of the nineteenth 
century. 




THK WESTMI 

The Teaching Cot^;regations. — No more conclusive evidence iiietei 
can be cited of the effectiveness of the Protestant schools as a ^^'*' 
means of reforming social and ecclesiastical evils and of estabUsh- CathoU 
ing churches, thar^ the adoption of the same means by the Roman '-'"'«*' 
Catholic Church. The instruments of the church were the new 
monastic or teaching orders. With the old monastic orders 
educational efforts were wholly subordinate. More important 
still, they were hostile in their nature and spirit to the new ideas 
and methods. The teaching orders adopted such ideas and 
methods, as improved upon by the Reformation schools, and 
exalted educational effort as their chief purpose. Until the early 
part of the nineteenth century these orders controlled secondary 
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and higher education, and for the most part elementary educa- 
tion also, in the Roman Catholic countries of south Europe and 
in France. They were also quite extensively represented in the 
Protestant countries of north Europe. The strongest and most 
important of these orders was that of the Jesuits, 
of The Schools of the Jesuit Order. — The Society of Jesus, organ- 
ized in 1540, became the chief instrument of the counter-Ref- 
ormation movement. The means adopted by the order for the 
accomplishment of its purposes were preaching, coflfession and 
t each ing. 
>rtance We are here concerned with its educational activities alone, 
iwork* ^^^ ^^^ these in their historic aspect. Hence all such ques- 
t order tions as the character of its influence, the motives inspiring it, 
the permissibility of its methods, the interference of the order in 
political affairs, the justification of the suppression of the order, 
are aside from our interests. It is possible to consider the or- 
ganization, content, method and administration of its system 
of education without an intimate investigation of its spirit and 
purpose. This latter is something not to be gained from the 
study of plans and records or from the reading of books. It is 
possible to form a favorable judgment of the one without being 
in accord with the other. Certain it is that the schools, which 
were the most successful educational institutions of two him- 
dred years and educated very many of the leaders of Europe 
for that period, were not without great merit, 
ture of The Constitution of the Order consists of ten parts, the 
iuca- fourth one of which is the Ratio Studiorum, or System oj Studies. 
I system This was not perfected until 1599, and remained unchanged 
^'atio^ until 1832. As formulated, it embodied not only the experience 
orum of the order through more than half a century of teaching and 
experiment, but also a full consideration of the experience of 
others. The order possessed the advantage of being able tc 
give continuous attention to the subject and to carry on close 
observation and wide experimentation. No other single edu- 
cator or group of educators had such advantages. 
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The function of the order was tq train prospective members lotereMa 
and to educate youth in general-l They provided not only ^^^^ 
relig ious but also the most thorough secular education of the *>ii^«i 
times. So successfully did they do this that they drew stu- 
dents even from the Protestant communions. iThe order was 
devoted to the education of leaders and consequently had little 
interest in elementary education, and hence in the education of 
the masses. 7/Two classes of schools were established, colleges 
inferior and colleges superior; the former corresponding to the 
^ymnasien and the latter to the universities and theological 
seminaries. { 

Extent of Influence. — By the second quarter of the seven- Numtw t 
teenth century the number of their colleges had increased to J^'lJ^^ 
372. By the opening of the eighteenth century they controlled 
6I^ colleges, 157 normal schoob, 24 universities, and 200 mis- 
sions. And at the tune of the suppression of the order, after 
the middle of that century, the colleges of both grades num- 
bered 728. The attendance upon many of the larger of these 
colleges was over 2000; the total attendance in the department 
of Paris was over 13,000; and in the various national colleges 
at Rome more than 2000. lAt the time of the suppression, the 
order numbered about 22,000 members, the majority of whom 
were devoted to the work of education. ! 

Organization. — One cause of the great success of these Outiiaeo 
schools is found in their completeness of organization and con- " V" ^*" 
tinuity of administration. The order was divided into ad- 
ministrative provinces, each presided over by a provincial 
responsible directly to the general. On the educational side 
were the rectors of the various colleges, under the provincial but 
appointed by the general. In turn, under the rectors were the 
prefects of studies, the educational supervisors, who were ap- 
pointed by the provincials. The teachers were directly super- 
vised by both rector and prefect, and the latter was requked to 
make frequent visits to each class. This constant supervision 
and the constant check exercised on one officer by another, as 
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well as the preparatory training of all their teachers, made for a 
definiteness of procedure and a certainty of results that are with- 
out parallel in schools of that or subsequent times. 
\ This close supervision, amounting almost to repression on the 
one hand and espionage on the other, was also characteristic of 
the government of the pupils in the schools.) The students were 
divided into groups imder monitors and into pairs, so that each 
acted as a check upon the other. 'Thus order was secured and 
a respect for absolute authority that resulted almost in an elimi- 
nation of individuahty.\ Notwithstanding these characteristics 
in the way of limitations, there were corresponding merits in 
the matter of educational government. Discipline was secured 
through this ever present e\ddence of authority and by depend- 
ence upon religious motive, consequently the great abuse of 
corporal punishment, so characteristic of the time, was almost 
eliminated. In place of resorting to physical force, the Jesuit 
teachers elaborated, in their characteristically thorough and 
practical way, a system of rewards that made use of the motive 
of emulation to an extent never before employed. 

Preparation of Teachers. — Yet another cause of the edu- 
cational success of the order was due to the thoroughness of teach- 
ing in their schools, resulting from the careful preparation of 
teachers. The teaching force was made up for the most part of 
those who had passed through the rigid course of the lower and 
usually of the superior college, while the permanent teachers 
who directed the work of the student teachers were trained 
through a long imiversity and normal career. Those best 
adapted to teaching were selected for this permanent service. 
As the members were picked men, to begin with, the order 
obtained a selected body of teachers far superior to those of any 
schools of the times. 

The Subject-matter of the Jesuit schools was of the charac- 
teristic humanistic order. In this respect they did not diflfer from 
the other schools of the time, either as to the scope of the material 
or the purpose to be achieved by its use. Their superiority lay 



The Reformation 205 

in the fact that they were one and all kept up to the high stand- 5ubjec^ 
ard of the Raiw^ while the greatest variation prevailed among \ 
the schools under secular control in regard to methods and the bua 
selection of the subject-matter. ^m^ 

Method. — Frequent reviews were given. Each day began rui adde 
with a review of the previous one; each week closed with a re- 
view ; each year with a review of the year's work ; and finally Fraiuent 
the student destined for the order reviewed the entire course Ktenud 
by teaching it. ""^ "'' 

Each class was divided into groups presided over by decurions, OrguHu 
to whom the boys recited under the general supervision of the "^^ ^ 
master. Another division was into groups of two, the rivals, by 
which means each boy was to become a corrective and an incen- 
tive to his companion, being expected to keep watch over his 
studies as well as over his conduct. A larger division of the 
classes was into groups for discussion concerning points of the 
lesson, grammatical, rhetorical and historical. These discus- 
sions were called concerlations. The brighter boys were organ- 
ized into academies, v/here the concertation becamefuUy developed 
dialectic discussions. Themes, essays, translations, discussions 
of classical subjects, all entered here. Membership in these was 
wholly voluntary and was one of the fonns of reward for merit. 

Their entire work was based upon the principle that it is much Prindpk 
better to give a small amount in a thorough manner than to give ^"^ 
a rather indefinite impression or partial mastery of a quantity. 
Hence no single word was left without thorou^ explanation. 
TVhile from the modem point of view their education was not 
broad, it was very thorough and very effective. ! 

Defects and Decline. — After this review of the exceptional Dcdioea 



and of the opposition of the Roman Catholic Church that oc- 
casioned the temporary suppression of the order. To a large 
extent this hostility was due to the political activities of the order. \ 
The occasion for this is found in the application of the fundar 
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mental principle of the order, thatjall is to be done for the greater 
glory of God (A.M.D.G.y as it passed into the usual formula of 
the order, that is, ad majarem Dei gloriam). This was secured 
through advancing the interests of the ChurchJ In its applica- 
tion thebrinciple means the complete subjection of the individual 
member to the order, and of the ord^ and of all whom it edu- 
cated or could influence to the Churchy Once more, in principle 
as well as in practice, t^e individual wks to disap pear com pletely 
before the institution. , The principle frankly avowed by the 
order in its work, and expressed in the vows of the members, 
was the cpmplete subjection of the individual. Their educa- 
tional scheme was directed toward this end. 

As Macaulay observes, " the Jesuits seemed to have foimd 
the point up to which intellectual development could be carried 
without reaching intellectual independence." 

Both practice and principle of the Jesuit education were in 
opposition to the new ideals of the Renaissance period. Their 
very method, perfect as it was in its way, inhibited all initiative 
and prevented the development of all spontaneity and of all 
freedom of opinion. Their superiority was maintained so long 
as there was no great change in the spirit and subject-matter of 
education. But when, with the eighteenth century, there came 
to be a decided movement away from the dominant theological 
spirit and from the formal humanistic content of education, the 
Jesuit schools lost much of their prestige and superiority. 
- The Port Royal Schools. ~The schools of this order repre- 
sented a reaction against the dominant Jesuit education both 
in their conception of education and in their method. ; They 
attained their importance not from their number or from the 
length of time that they existed (1637-1661), but from their 
influence. This was wholly confined to France^ and was ex- 
erted chiefly through the writings of the members of the order. 

The schools were founded by Duvergier de Hauranne (1581- 
(1643), better known as St. Cyran, from the abbey over which 
he presided. Several of the leaders of the order wrote educa- 
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ticmal treatises widely circulated. Their most renowned pupils 
were L* Fontaine {1631-1695) and Eascal (1633-1662). 

jlndividual care of the pupil by the teacher was one of their dis- indnidi 
tinguishing marks. I To such an extreme was this carried that the '^^^l 
child was never left free to himself, but was ever under the per- gnu pr 
sonal charge of his teacher. This practice grew out of the fimda- ^^^ 
mental belief that the puqjose of education was to shape the moral 
and religious character of the child; to mold his will by sur- 
roun Jmg him with good influences. The motive of their work was 
the l ove of the child, enunciated now probably for the first time. 
They held that {children should be compelled to study only 
that which they could understand^ and consequently that their Prindi^ 
education should begin with the vernacular instead of with '"'*'*•' 
Latin. They discarded the alphabetical method of teaching 
and invented a phonic method: After the vemacular was 
mastered, the child was introduced to classical literature through 
translations. When Latin was begun, it was taught with a 

! minimum of grammai^ chiefly through translation into the 
vernacular, followed by the reading of wide selections from the 
' classics. The 'moral training through the use of the subject- 
matter was to come from literature instead of from language.' 
Hence this small group of men exerted a great mfluence on the 
development of French literature. Literature, history, mathe- 
matics, were to be used on account of their content value, but Influeno 
only so far as they could be used in shaping character. "Their J^ ^ 
thought was to lay the foundations of all schooling in a thorough litentux 
mastery of the beginnings, but to make that mastery as attractive 
as possible to the pupil, by emphasizing content rather than Modem 
form, by building upon the understanding rather than upon the 5^^" 
memory, and hy a"gi?ateE -use of the senses than had been the educatw 
custom previously. ^^""^ ., """ 

Elementaiy Schools in Protestant^^Tbnntries. -^The chief 
practical outgrowth of the Reformation was in tKe establishment 
o( systems of schools controlled and partly supported by the 

^siate, founded on the princiDlp that it was the duty of the 
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family, of the Church, and especially of the state to see that 
every child attended these schools and received at least an ele- 
mentary education. / 

The Public School Systems of Ike German States were the first 
of the modem type Not until 1559 do we find a system of 
schools providing for all the people In that year the Duke 
of WUrtemberg adopted a plan though it was not approved by 
the state until 1565 This sjstem an extension of the Saxonj 
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plan, provided for elementary vernacular schools in everj- 
village, in which reading, writing, religion and sacred music 
were to be taught. The Latin schools in every town and city 
were expanded into six classes, instead of the three of Melanch- 
, Suranj thon's original plan for Saxony (p. 198), Above these were the 
^ "1 cloisteral or higher Latin schools, which were later incorporated 
with the lower Latin schools into the gymnasien. Crowning it all 
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was the university (Tiibingen). In 1 580 the Saxony plan was re- 
vised so as to incorporate the elementary vernacular schools of the 
Wurtemberg system. This code, borrowed from the Wiirtem- 
berg plan, remained without substantial revision until 1773. In Sul»eq' 
1724 it had been provided that girls as well as boys should ""^ 
attend. In 1773 the compulsory provision extending from the 
fifth to the fourteenth year was made effective and the scope of 
the curriculum broadened. Meanwhile, during the early seven- 
teenth century, Weimar, Hesse Darmstadt, Mecklenburg, 
Holstein and others German states adopted systems that in Other ( 
some respects were in advance of the Wiirtemberg and Saxony "hooi ' 
plans. The first state to adopt the principle of compulsory v!^»*«* 
education for children of all classes was Weimar, in 1619. It 
provided that all children, girls as well as boys, should be kept 
in school from the sixth to the twelfth year. ^' Duke Ernst the Reform 
Pious of'Gotha, more than any other ruler, deserves the credit ^^^ 
for the founding of the modem system of German schools. In 
1642 he adopted a comprehensive regulation for the schools of 
the duchy which was substantially the same as that of the German 
states at the present time. Attendance from the fifth year was 
required of every boy and girl in the province. The school year 
was to be ten months in length and the children were compelled 
to attend every week-day. The school day was to be from nme 
to twelve and from one to four every day in the week, except that 
Wednesday and Saturday afternoons were free. Parents were 
to be fined for non-attendance of children. The subjects of in- 
struction were those of the Wiirtemberg plan with the addition 
of arithmetic. The grading of the schools, the details of the 
subjects of study and the methods of instruction were all pro- 
vided for in the general law. 

The Thirty Years' War (1618-1648) had a disastrous effect Effect o 
upon the development of the school systems of all the German yean' \ 
states, and it was not until the eighteenth century that school 
affairs begin to make continuous and rapid progress. Then ^^ 
the Prussian school system, founded in 1648, rapidly forged to lyitem 
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the front in all educational matters. By that time, however, it 

was political rather than religious considerations that were 

determinative in the control of the schools. (See p. 388.) 

icntary. No Other people have even approximated the achievements 

iSand ^^ ^^^ German states in these respects. Until late into the 

i for by nineteenth century, England left all educational effort either to 

nission- *^^ family or to the Church. The chief means were the great 

odeties public schools and special religious-educational societies. Among 

these were the Society for Promoting Christian Knowledge 

(founded 1699), the British and Foreign School Society (founded 

1805), the National Society (1811), and the Home and Colonial 

School Society (1836). 

school In Scotland the early Reformation period witnessed many 

efforts toward the establishment of schools under the influence 
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loped of the Church..' But it was not imtil 1696 that an effective 
nnation system was established through the cooperation of Church and 
state. ; At that time an act was passed requiring the land- 
holders of each parish to provide a schoolhouse and to support a 
schoolmaster. In case the land-holders did not do this, the 
presbytery was authorized to apply to the commissioners of the 
shire, who were then to secure the enforcement of the act. 
The control of the teacher and the supervision of the schools 
were largely in the hands of the Church. Many of these schools 
offered secondary instruction as well as elementary, and sent 
boys directly to the university. Consequently the Scottish 
people had much better educational facilities and reached a 
higher common standard of intelligence than those of any 
hanges Other portion of the British Empire. No changes of any im- 
eenth portance were made in the system until the opening year of 
iry the nineteenth century. Provisions were then made for more 
than one school in the larger parishes, and for transferring the 
power of selecting teachers from the Church to the taxpayers. 
From this time on a system of education adequate for towns 
as well as for rural regions gradually grew up. 
In Holland a system of elementary schools was established 
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under the auspices of the reformed churches. Notwith- i 
standing the cruelly oppressive Spanish wars of the sixteenth \ 
century, the synods of the Dutch Reformed Church made t' 
provision for the education of the youth. But it was not until J 
the Synod of Dort (1618) that the Church undertook, in con- ■" 
nection with the state, the establishment of a system of elemen- 
tary schools in every parish. This system was as efficient as the 
chaotic condition of the times would permit. The earliest 
schools in the American colonies were established in accordance 
with the requirement of the Church-state of Holland that the 
respective trading companies should provide schools and 
churches for every one of their settlements. 




Sixteenth Century 



/« America the earliest systems of schools, however, were 
in the Puritan colonies in New England. These were also 
direct outgrowths of the Reformation spirit. The first general 
law providing for schools was passed in 1647 by the Massachu- 
setts Bay Colony, The oft-quoted preamble to that law indi- 
cates the dominant motive. " It being one chief project of 
that old deluder, Satan, to keep men from the knowledge of the 
Scriptures, as, in former times, keeping them in an unknown 
tongue, so in these later times, by persuading them from the use 
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of tongues; so that at last the true sense and meaning of the 
original might be clouded and corrupted with false glosses of 
deceivers; and to the end that learning may not be buried in the 
graves of our forefathers, in Church and Commonwealth, the 
Lord assisting our endeavors; " it was therefore ordered that an 
elementary school should be established in every town of fifty 
families, and a Latin school in every town of one hundred families. 
In 1650 the Connecticut Colony passed a law of similar import. 
Elementary Education in Roman Catholic Countries. — The 
Christian Brothers performed for elementary education, at 
^ least in France and to a less degree in other Roman Cathoh'c 
5^ by commimities, the same service which the Jesuits did for sec- 
hurch ondary education. 

istian ^^ Institute of the Brethren of the Christian Schools was 
'«»" founded in 1684 by Jean Baptiste de la Salle (1651-1719). By 
the time of the founder's death the institute numbered 27 houses 
and 274 brothers; by the opening of the Revolution 122 houses 
and 800 brothers. The spread of the institute until its establish- 
ment in almost every land, Protestant and Catholic, was the work 
of the nineteenth century. Their educational ideas and methods 
are set forth in The Conduct of Schools, first issued in 1720. 
ictcr- The conception of education as well as the control exercised 
^order* ^^ thoroughly religious. Both in the control of the order and in 
ti: e conduct of schools the spirit of asceticism was very marked. 
The rule of the schools most emphazised for both pupils and 
teachers was that of keeping silence. Punishment was to be 
used instead of reprimand, signals instead of commands, 
written work was emphasized and so far as possible restrictive 
and repressive measures were to be brought to bear upon the 
child. The subjects of study in the schools were the ordinary 
elementary curriculum: reading, writing, arithmetic, and 
religious instruction. These schools resemble those of the 
religious associations of England, previously mentioned, in the 
freedom from tuition charges and in their dominant religious 
purpose and spirit. 
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However narrow and repressive the spirit of the schools and Thefri 
the character of the method when compared with the freer spirit ^^^^ 
of the Protestant elementary schools, the scheme of the order the mi 
was far (superior in two respects. These were the training of """^ 
the teachers and the grsdmg and method of instruction^ la 
these respects they made the first general approach to modem 
standards. One of the greatest defects of the times, especially 
of the elementary schools, was the very inferior character of 
the teaching body. This was due partly to taking the omduct 
of the schoob from the immediate control of the Church and 
partly to the unsettled social condition of the times. No l<Higer 
drawn from the clergy, who had at least some education and 
no distracting interests, the teachers in the elementary schools 
were largely made up of church sextons, disabled soldiers, 
village cobblers, or various perscms whose chief occupation 
was either sedentary or lasting for part of the year only. 'As 
early as 1685 the Christian Brethren opened what was prob- 
ably the first institution for the training of elementary teachers^ 
All the members of the ottler were to be professionally trained 
for their work. In other normal schools, founded later, primary 
schools for practice teaching were incorporated. The excellent 
example thus given waited long for any general imitation. 

The improvement made in the method of instruction was in ud on 
the substitution of a simultaneous or class method of recitation ^^JIS] 
for the prevailing individual method. Usually, each child was 
instructed by most laborious methods in the alphabet, simple 
words, elementary reading and writing and rudiments of all 
the elementary branches. Even in the Jesuits' schools, while 
the classes were divided into groups under decurions for general 
discussion, each student finally recited in person to the master. 

Some similar modification of the monitorial system was 
adopted in most of the English and many of the German Latin 
schools. The plan of class recitation, as a systematic method, 
the essential feature of all modem schools, was first brought into 
general use by the Brethren of the Institute. This as a matter 
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of necessity required a more careful grading of the schools than 
the previous one, based upon classification of subject-matter 
only. 

SUMMARY 

The Refpnnatwn w as the R;yifljssai^rp m tTi<> TMnrfVi^ directed toward 
ref orms in society and in the Churc h. It had both a moral and an in- 
tellpT^ifll nr tlipnjftgig^} pha,«M> In this latter respect *'t "^^^ItH t^t "'ii* 
of individua l judgment.! Consequently the division of the Church was 
unavoidable, since such sectarian divisions wera based upon fundamental 
differences in the mental make-up of men. I The earlier educational 

•effect of the Reformation, continuing the ear^ Renaissance t endencies, 
was to em phas i ze reason, the ri^t of private judgment, ^ d the necessity 
of familianty with orig inal literary material as the source of true ideasi 
Owing to the formation of many sects and the resulting conflicts bel^een 
them as well as with the parent Chur3i, the' educational inffuetictETt^ded 
towards a new fonnalfim little diSeirSl Trom the "otdsdiolasticism.? To 
the^dSminani hafflanl5ttc~'Content religious" "m ateiiol w as added : AThe 
"^chief immediate result of the Reformation in Protestant countries was 

' the transfer of the schools to the control of the state, the building up of 
state systems, ana tneaevelopmaiit of the idea, of imlversal education 

, based upon the necessity of reading the Scriptures, catechisms and other 

■^reli^ous literature. While all ReJormatTon leaders were toncemed in 
the deydppniait of this new conception and organization oK education, 

■ Lutiier was the most important. His views are much broader \han those 
of his followers. Melanchthon put these views into practical operation, 
through the training of teachers, the writing of texts, and the organiza- 
tion of schools and of the Saxony system. The imiversities and human- 
istic schools, though nominally under state or independent organization, 
were really under control of the Church. First in Germany, then in"~ 
Holland, Scotiand, New England and other Protestant states, publio^school 
systems were developed during the seventeenth century. To the Reforma- 

/ tion, then, we owe our idea of universal, elementary education and also 
ft the early realization of this idea. 



CHAPTER Vm 

BEALISTIC EODCAHON 

WHAT IS REALISM?— This term is applied to that type of Empbuii 
education in which natural phenomena and social institutions n^**' 
rather than languages and literature are made the chief subjects nature an 
of study. This movement in human thought became prominent ^^^ 
and first profoundly afFected educational thought and practice 
during the seventeenth century. In a true sense it was merely 
ihe further development of the Renaissance. The dominant 
interest in progressive thought in the fifteenth century was Adevdoj 
personal and cultural and hence revealed itself in literary aJid ^j^ntmc' 
{esthetic forms. During the sixteenth century this dominant "pect 
interest was moral and reformatory and hence became chiefly ^ai^li'M 
religious and social. But during the seventeenth century the 
same intellectual interests and forces became impersonal, and TbeeuU 
directed towards philosophical and scientific problems. Modem JJJSot 
philosophical and scientific thought here takes its rise. Con- •deme 
sequently the educational aspect of the movement, here termed 
sense-realism, may quite as appropriately be termed the early 
scientific movement. 

Two phases of realistic thought in education developed before Two e&^ 
the growing interests in the natural sciences had begun to influ- ^^^ 
ence the educational theory. These are termed humanistic, or deveiopn 
literary, realism and social realism. Each type had many devo- 
tees and found at least some expositors. In order to under- 
stand the details of these earlier movements of thought, a few 
of these exponents will be considered. They are not formu- 
lators of anything new, but are expositors of widely accepted 
views and practices. In the case of the more scientific move- 
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ment, the educators here considered performed a vital part in 
the development of thought and in the shaping of practice. 

§ I. HUMANISTIC-REALISM 

lanistic. THE CONCEPT OF EDUCATION. — Humanistic-realism is 
the reproduction during the sixteenth and seventeenth centuries 
of a view of education characteristic of the earlier Renaissance 
d*^^ period and now representing a protest against the dommant 
eral education of the narrow humanistic t)rpe. The humanistic- 
**!®^ .. realists and the narrow classical humanists agreed in looking 
upon the classical languages and literatures as the sole object of 
study, or at least the sole means to an education. To both, this 
literature represented the highest achievement of the human 
mind and contained not only the widest product of human in- 
telligence, but practically all that was worthy of man's attention. 
Yet there existed a fundamental difference in their purpose of 
study. We have previously considered the purpose and the spirit 
of the study of the narrow classicists (pp. 170-4). Their object 
was to form young Romans, to produce a newer Latium. 
saiistic'* The purpose of the humanistic-realist was to master his own 
^^* environing life, natural and social, through a knowledge of 
ugh Kt- the broader life of the ancients. But this could be gained only 
teraturc* through a wide acquaintance with the literature of the Greeks 
icd for and Romans. Mastery of form was important only so far as it 
• was a key to the realities of thought. Study itself was not all of 
education. Physical, moral, social development formed com- 
ponent parts. The formal routine of linguistic discipline gave 
way to a broad and appreciative study of literature. It might 
even be necessary to resort to the practical study of life around 
one, but after all only for the purpose of a clear imderstanding of 
the text itself. For, when understood, literature was a safer and 
a more comprehensive guide to life than a direct study of that 
life. 

REPRESENTATIVE HUMANISTIC-REALISTS. — Since this 
view was developed in opposition to the narrow himianism, its 
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representatives are found among the leaders of the later Re- Enmn 
naissance. Erasmus, who lived to see and to combat this re- ^[^^ 
strictive tendency, gives one of the clearest presentations of the 
position of the humanistic-realist in his System of Studies. His 
position may be summed up in a few words: " Knowledge 
seems to be of two kinds, that of things and that of words. That 
of words comes first, that of things is the more important." 
The views of Erasmus, however, arc too broad to be classiiied 
through this one writing. The representative humanistic- 
realists are of at least a generation or even a century 
later. 

Rabelais (1483-1553) is the better exponent of this view and lubel* 
the one usually selected as representative. The educational im- ^^|, 
portance of Rabelais comes,not from any immediate and concrete 
influence on schools, but from the influence his ideas exerted 
upon Montaigne, Rousseau and Locke. Though a university man 
and scholar, Rabelais was a trenchant satirist on the humanistic 
tendencies and the learning of his time. His great work con- 
sisted in combating the formal, insincere, shallow life of the 
period, whether in state or Church or school. This satire, 
couched in most violent and exaggerated form, yet contains the Chanc 
truth of most of the reformatory aspirations of the sixteenth «'*!2" 
century. Consequently, the dominant education of words, ingiui 
instead of realities, meets his most forceful condemnation. In ''"'* 
place of the old linguistic and formal literary education he 
advocated one including social, moral, religious and physical 
elements; one that would lead to freedom of thought and of 
action instead of the complacent dependence on authority, 
whether of schoolmen, classicists or churchmen. His training 
in medicine led him to give unusual emphasis to the developing 
sciences. It is true, according to his views, that almost all of 
education was to be gained through books; but it was through 
mastery of their contents and for practical service in life. 
Studies were to be made pleasant; games and sports were to be 
used for this purpose as well as for their usefulness in the physical 
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development of the child and for their practical bearing on his 
duties later in life; attractive rather than compulsory means 
were favored. In the closing part of a letter from the giant 
Garguantua to his son, the hero of the satire, concerning his 
education, the entire scope of his teachings can be given. 

actgiv- ''I intend, and will have it so, that thou learn the languages perfectly. 
I sum- First of all, the Greek, as Quintilian will have it; secondly, the Latin; 
[j°f , and then the Hebrew, for the holy Scripture's sake. And then the Chaldee 
ational ^"^d Arabic likewise. And that thou frame thy style in Greek, in imita- 
s tion of Plato; and for the Latin, after Cicero. Let there be no history 

which thou shalt not have ready in thy memory; and to help thee therein, 
the books of cosmography will be very conducible. Of the liberal arts 
of geometry, arithmetic, and music, I gave thee some taste when thou 
wert yet littie, and not above five or six years old; proceed further in 
them and learn the remainder if thou canst. As for astronomy, study 
all the rules thereof; let pass nevertheless the divining and judicial as- 
trobgy, and the art of LuUius, as being nothing else but plain cheats and 
vanities. As for the dvil law, of that I would have thee to know the texts 
by heart, and then to compare them with philosophy. Now in matter 
of the knowledge of the works of nature, I would have thee to study that 
exactiy; so that there be no sea, river, or fountain, of which thou dost 
not know the fishes; all the fowls of the air; all the several kinds of shrubs 
and trees, whether in forest or orchard; all the sorts of herbs and flowers 
that grow upon the ground; all the various metals that are hid within 
the bowels of the earth ; together with all the diversity of precious stones 
that are to be seen in the Orient and south parts of the world; let nothing 
of all these be hidden from thee. Then fail not most carefully to peruse 
the books of the great Arabian and Latin physicians; not despising the 
Talmudists and Cabalists; and by frequent anatomies get thee the per- 
fect knowledge of the microcosm, which is man. And at some hours 
of the day apply thy mind to the study of the holy Scriptures: first in 
Greek, the New Testament with the Epistles of the Apostles; and then 
the Old Testament, in Hebrew. In brief, let me see thee an abyss and 
bottomless pit of knowledge: for from henceforward, as thou growest 
great and becomest a man, thou must part from this tranquillity and 
rest of study; thou must learn chivalry, warfare, and the exercise of the 
field, the better thereby to defend our house and our friends and to succour 
and protect them at all their needs against the invasion and assaults 'of 
evil-doers. Furthermore I will that very shortly thou try how much 
thou hast profited, which thou canst not better do than by maintaining 
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publicly theses and conclusions in all arts, against all persons whatsoever, 
and by haunting the company of learned m«n, both at Paris and 
elsewhere." 

John Milton (1608-1674), the poet, published in 1644 a Milton's 
brief Tractale on Education which remains one of the best ex- S^jl 
pressions of (he views of the humanistic-realists. His first reprMeni 
objection to the dominant education was that against the method ^^^ 
of approaching the subject through formal grammar and no less 
formal exercises in composition. Secondly, granting that this 
evil should be removed, he held that a greater one existed in 
the custom of directing the entire attention of the student to the 
mastery of the formal side of the language, without any atten- 
tion to the literary or content side. Again, granting an im- 
provement in this respect, his final objection was that all of 
education was not contain^ in the langtiages and literature of the 
Greeks and Romans. 

There follows a truly marvelous analysis of the work of Couneo 
the school that is to provide for the boy's education from twelve ™Jua* 
to twenty-one. For the first year the boy was to receive the usual uilton 
training in Latin grammar, together with arithmetic, geometry 
and moral training. Then followed the study of agriculture 
through Cato, Columella, Varro; of physiology through Aris- 
totle and Theophrastus; of architecture through Vitniviusj 
of natural philosophy through Seneca and Pliny; of geography 
through Mela and Solinus; of medicine through Celsus. This 
study of the natural and mathematical sciences was to be sup- 
plemented by reading the poets who treated of cognate subjects, 
This list included such as Orpheus, Hcsiod, Theocritus, Aratus, 
Nicander, Oppian, Dionysius, Lucretius, Manilius, Virgil and 
others. Thus the Greek and Latin languages were to be 
learned incidentally to the mastery of the content of the literature. \ 
In the following stages, ethics, economics, politics, history, the- 
olt^. Church history, logic, rhetoric, composition, oratory, 
were to be mastered through the appropriate authors. In this 
maimer, the political orations and treatises, the tragedies, the 



220 Brief Course in the History of Education 

histories, the poetry of the Greeks and Romans, were given place 
in this capacious programme. And not in the Greek and Latin 
only, for all of this necessitated the command of Hebrew, 
Chaldee, Syriac and Italian, the last acquired " at any odd hour." 
The prodigious scope of school work which Rabelais suggested 
in jest or for the race was incorporated by Milton into the pro- 
gramme of a school. 
:on*s One permanent contribution made by Milton to education is 

•ation ^ found in the notable definition which he formulated. While the 
form is that of the seventeenth century, the spirit is that of all 
times. " I call therefore," he says, " a complete and generous 
Education that which fits a man to perform, justly, skillfully 
and magnanimously all the oflSces both private and public of 
Peace and War." 
ctof THE EFFECT OF HUMANISTIC-REALISM ON SCHOOL 

lanistic- WORK is necessarily a thing which cannot be estimated or 

ism ^ ^ 

id in traced. It was not characterized by any great external differ- 
^?^ ence from the dominant humanism either in content or method; 
bers. certainly not by any difference in organization or administration. 
.^^°^ Its direct influence on schools was only that exerted by individual 
of par- teachers and individual programmes. Rare teachers and in- 
*^ frequent schools kept alive these traditions; but the dominant 

classicism overshadowed all other tendencies in school work. 
NaFurally, since with the higher stages the formal language was 
at least mastered, the realistic spirit flourished more in the 
universities than in the lower schools. Yet the dominant 
character of the work of these higher institutions was, as has 
been previously noted, formal, artificial, and more or less per- 
functory and traditional. The chief importance of humanistic 
realism is that it led directly to the sense-realism that soon found 
a place in organized educational work. 

§ 2. SOCIAL- REALISM 

THE EDUCATIONAL CONCEPT. —This term sadol' 
realism is adopted to indicate a view of education held by 
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various educators in previous centuries, but more generally Sodil-n 
accepted during the seventeenth and eighteenth centuries, and ^"JJ^" 
then also most cleariy expressed in theory. Its advocates pricu'cd 
looked upon the humanistic culture at its best as an inadequate ^^Jj. ^ 
preparation for the life of the gentleman. Its great representa- »iiy »n « 
tive, Montaigne, said in this connection: " If the mind be not ^genti 
better disposed by education, if the judgment be not better 
settled, I had much rather my scholar had spent his time at 
tennis. ... Do but observe him when he comes back from 
school, after fifteen or sixteen years that he has been there; 
there is nothing so awkward and maladroit, so unfit for company 
and employment ; and all that you shall find he has got is, that 
his Latin and Greek have only made him a greater and more 
conceited coxcomb than when he went from home." 

Education should shape the judgment and the disposition import* 
so as to secure for the youth a successful and pleasurable career directs 
in life. This view regarded education, in the frankest and most *^ "iH" 
utilitarian manner, as the direct preparation for the life of the '°°*^ 
" man of the world." Holding a view as far as possible from a 
high idealism, or a rigid asceticism, or a fervid emotionalism, 
these educators looked with unconcealed skepticism upon the 
ordinary routine of the school and the accepted opinion of 
humanistic studies. To them, education should be a frank pre-- 
paration for a practical, serviceable, successful, happy career of 
a man of affairs in a civilization formal enough in its pretenses, 
but not over rigid in its standard of conduct. To them the more 
important fact of education was a period of travel for the sake 
of acquiring experience and familiarity with men and customs. 
Through travel one would acquire practical knowledge and the » 
culture which comes from actual contact with places and people 
made familiar through literary study. 

MONTAIGITE VS. ASCHAH CONCERBING REALISnC Thbcm 
SOCIAL EDUCATION. — With many writers throughout the ^^ 
course of the history of education, one finds an acceptance of the *™'«i. oi 
view that a period of travel and the consequent broadening of ^^^~ 
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one's views and one's experience form the proper conclusion of 
a long course of study. After the practice of sending Roman 
youths to Greece to complete their education had become quite 
common, Quintilian discusses this question. Ascham devotes a 
considerable portion of his Schoolmaster to a condemnation of 
this practice and this conception of education which was quite 
common among the gentry. In general, he objects that "Learn- 
ing teaches more in one year than experience in twenty; and 
learning teaches safely, when experience maketh more miser- 
toied by able than wise." In the concrete, his objections are that " a 
jXi^ young gentleman, thus bred up in this goodly school, to learn 
€r the next and ready way to sin, to have a busy head, a factious 

heart, a talkative tongue, fed with a discoursing of factions, led 
to contemn God and his religion, shall come home into England 
but very ill-taught, either to be an honest man himself, a quiet 
subject to his prince, or willing to serve God under obedience 
of honest living." This conservative English view of the result 
of grafting Italian and worldly culture on the native English 
robustness was not the common one among the gentry — who 
alone 35 a class provided an education for their children. This 
is one side only of the picture. Hear Montaigne describe the 
other. 

mded by ''That he may whet and sharpen his wits by nibbing them upon those 
itaigne of others, I would have a boy sent abroad very young. . . . This great 
* **y* world, which some multiply as several species under one genus, is the 
true mirror wherein we must look in order to know ourselves as we should. 
In short I would have this to be the book my young gentleman should 
study with most attention. Many strange humours, many sects, many 
judgments, opinions, laws, and customs, teach us to judge rightly of our 
own actions, to correct our faults, and to inform our understanding, which 
is no trivial lesson. ... In these examples a man shall learn what it 
is to know, and what it is to be ignorant; what ought to be the end and 
design of study; what valour, temperance, and justice are; what differ- 
ence there is between ambition and avarice, bondage and freedom, license 
and liberty; by what token a man may know true and solid contoit; 
to what extent one may fear and apprehend death, pain, or disgrace, *Ei 
quo quemque modo fugiasque ferasque laborem, (And how one may avoidi 
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or endure each hardship.)' He shall also leam what secret springs move 
us, and the reason of our various irresolutions; for, I think, the fiist 
doctrines with which one seasons his understanding ought to be those 
that rule bis manners and direct his sense; that teach him to know him- 
self, how to live and how to die well. Among the liberal studies let us 
begin with those which make us free; not that they do not all serve in 
some measure to the instruction and use of life, as do all other things, 
but let us make choice of those which directly and professedly serve to 
ihat end. If we were once able to restrain the offices of human life within 
'kheir just and natural limits, we should find that most of the subjects 
ccw taught are of no great use to us ; and even in those that are useful 
there are many points it would be better to leave alone, and, following 
Socrates' diredicai, limit our studies to those of real utility." 

Studies are not condemned, but they are subordinated. Suborii: 
They are only means, partial and insufficient at best, to an end ^^" 
which lies wholly beyond and without them. The end is fotmd 
in character, — in the practical, successful, efficient, useful and 
happy life of acticsi. In this sense the ideal is a moral, not an 
intellectual one; but it is moral in a matter of fact, utilitarian 
sense. Herein the Renaissance conception of education is 
exalted; but the Renaissance means to that end is rejected, 
just as in the narrow humanistic education the means was 
accepted but the end unappreciated and neglected. 

M ONTAIGSE'S CONCEPTIOW OF EDUCATIO N. —Michael Rejcctk 
de Montaigne (1533-1592) presents in his essays 0/ Pedantry, ^ueatfc 
0/ the Educaiion 0} Children, and Of the Afjection 0} Fathers to meus 
their Children the dearest expression of this view of education. 

Though in all his writings, Montaigne adopted the current On^rai 
tractice of making reference in almost every sentence to the ^^ 
ideas and words of the ancients and thus making a parade of o* ^um 
his learning, yet he was not a humanist as he is so often classed. 
This very practice, especially as an educational ideal, he fre- 
quently condemns. He granted that a certain amoimt of this 
knowledge was desirable, that " one should taste the upper 
crust of science," but after all merely as an accomplishment 
always to be distinguished ^m education itself. He inveighed 
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constantly against this misconception of knowledge and of 

education. " We can say, Cicero speaks thus; these were the 

ideas of Plato; these are the very words of Aristotle. A parrot 

could say as much. But what do we say that is our own? 

What can we do? How do we judge? " Such knowledge is 

" like counterfeit coin, of no other use or value but as counters 

to reckon with or set up at cards," For such knowledge that 

came through books and was primarily of books, the greatest 

scorn was expressd, since it had nothing to do with the real 

wiedge life of the individual. " A misuse enriched with the knowledge 

^^ of so many things does not become ready and sprightly. A 

value vulgar understanding can exist by the side of all the reasoning 

and judgment the world has collected and stored up without 

benefit thereby." 

)me re- Montaigne believed in the training of the senses and in physi- 

seMc- ^^ education ; he believed with the ancients that a sound body 

Its, in is the basis of a soimd mind; he believed that the vernacular 

^'^^ should come first and should be taught by natural methods. 

Therefore he is often classed with the sense-realists. In these 

respects, indeed, he did agree with them. But he gives no 

emphasis to the study of the natural sciences or of the phenomena 

of nature, and is not concerned at all with knowledge of any kind 

as the end of education. 

The Ahn of Education according to Montaigne is Virtue. — 
Montaigne's idea of virtue is expressed in one place as his 
conception of the fimction of the teacher. The teacher should 

ofedtt- "make his pupil feel that the height and value of true virtue consiste 

n was in the facility, utility, and pleasure of its exercise, and that by order and 

talime's ^^^^ conduct, not by force, is virtue to be acquired. . . . Virtue is the 

ription foster mother of all human pleasures, who, in rendering them just, render. 

rtue them also pure and permanent ; in moderating them, keeps them in breadth 

and appetite. If the ordinary fortune fails, virtue does without, or frames 

another, wholly her own, not so feeble and imsteady. She can be rich, 

potent, and wise, and knows how to lie on a soft and perfumed couch. 

She loves life, beauty, glory, and health. But her proper and peculiar 

office is to know how to make a wise use of all these good things, and 
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how to part with them without ooncem — an office moTc noble than trouble- 
some, but without which the whole course of life is unnatural, turbulent, 
and deformed." 

Th[s is not a high idealism; certainly no rigid asceticism. Notai 
Yet it is a wholesome corrective of the fonnal morality of the «'*•''" 
time and of the pedantic scholarship which passed for education. 
It is a frank statement of an honest, if somewhat materialistic, 
morality. If inferior at many points to the abstract, authori- 
:ative, and ineffective idealism of the times, it at least was 
practicable and far superior to the actual state of affairs. 

The Content of Education. — Such studies as are needed study < 



make us free; not that they do not all serve in some 
measure lo the instruction and rise of life, as do all other things, 
but let us make a choice of those which directly and professedly 
serve to that end." Herein is stated the principle that is com- 
ing to be accepted in modem times. In a story from the Greeks, 
which Montaigne quoted, the same principle is expressed even 
more trenchantly: " Agesilaus was once asked what he thought 
most proper for boys to Icam. ' What they ought to do when 
men,' was the reply." He would not have the traditional 
studies entirely neglected. But he held that their impor- 
tance was secondary and depended much upon the method. 
" After having taught your pupil what will make him wise and 
good, you may then teach him the elements of logic, physics, 
geometry and rhetoric. After training, he will quickly make 
his own that science which best pleases him," 

Method of Education. — The principles of method emm- Lemau 
ciated follow as corollaries from the gmeral conception ^"^ 
given. Knowledge is to be assimilated, action is to be imitated, "Icum 
ideas are to be realized in conduct. " A boy should not so much 
memorize his lesson as practice it. Let him repeat it in his 
actions. We shaU discover if there be prudence in him by his 
undertaking; goodness and justice, by his deportment; grace 
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and judgment, by his speaking; fortitude, by his sicknessi 
temperance, by his pleasures; order, by his management of 
affairs ; and indifference, by his palate." Here, again, are given 
both the elements in the ideal and the character of the method. 
The most famous statement of method found in Montaigne 
contains the gist of all his educational ideas. Apropos of the 
)know traditional verbal instruction, he remarks: "To know by heart 
•xL not ^^^y ^^ ^^^ ^^ know at all; it is simply to keep what one has com- 
now mitted to his memory. What a man knows directly, that will 
he dispose of without turning to his book or looking to hisj 
pattern." 
le art of The sum total of the views on education, whether of purpose, 
g well" content, or method, Montaigne expresses in words from Cicero: 
" The best of all arts — that of living well — they followed in 
their lives rather than in their learning." 
al real- SOCIAL-REALISM IN THE SCHOOLS.— Social-realism was 
wStin^ a type of education not to be found widely represented in the 
•oisand schools. Schools Were too much given up to grammar and 
^^^ rhetoric to think much of useful and happy lives; too much 
ols devoted to cramming the memory to think of training the judg- 

ment. This type of realism rather expressed an educational 
practice, one common with the upper classes of society for these 
centuries in most European countries. It is a conception of 
education which found a presentation in educational writings, 
and claims as its chief representative one of the most charming 
writers of any age and certainly one of the most lovable of 
" pedagogues." 

§ 3. SENSE-REALISM 

genn of THE GENERAL CHARACTERISTICS OF SENSE-REAL- 
«ptfons ^S^- — '^^^^ conception of education was formulated during the 
lucation seventeenth century and grew out of and included the character- 
istic phases of the earlier realism previously described. But in\ 
addition it contained the germs of the modem conception ofjijf 
education, whether stated in psychological, sociological or* 
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scientific terms. The term itself is derived from the funda- 
mental belief that knowledge comes primarily through the 
senses. Consequently, education was to be foimded on a train- Primai; 
mg in sense perception rather than on pure memory activities JJ^^ 
and was to be directed toward a different kind of subject-matter, ing in % 
So far as most of the characteristics mentioned are concerned, [^^ 
the term early scientific movement would be quite as accurate.' otaMa 
This, however, would not so clearly indicate the connecticoi of t™"*" 
the tendency with previous development. 

For the first time, we find formulated a general theory of Prfndp 
? education based upon rational, rather than upon empirica l oimmc 
■ grounds. The sense- realists were influenced by the new dis- innwu 
coveries then being made in nature's processes, and the new, 
inventions contrived to take advantage of her forces. They 
were imbued with an interest in and a respect for the phenomena 
of nature as a source of knowledge and truth, and held that 
educati(»i itself was a natural rather than an artificial process. 
They believed that the laws or principles upon which education 
should be based were discoverable in nature. This belief gave 
rise to two tendencies observable in the work of all the representa- 
tives of this group. The first was that toward the formulation of 
a rudimentary science or philosophy of education based upon 
scientific investigation or speculation rather than upon pure 
empiricism. The second was a tendency to replace the exclusive 
literary and linguistic material of the school curriculum with 
material chosen from the natural sciences and from contempo- 
rary life. The first tendency constituted the earliest attempt, at 
least since the time of the Greeks, to formulate an educational 
psychology. While several of these men insisted upon the study An edm 
of the child, and the adaptation of the educational processes to ^^^ 
the child, their thought in respect to these educational principles 
was controlled rather by their theory of knowledge and, as with 
Bacon, by their investigation into the manner in which knowl- 
edge was advanced by mankind as a whole. They possessed 
little, if any, knowledge of t& development and activities of the 
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I child's mind. They held, however, that the child should acquire 
the idea rather than the form and should understand the object 
before the word, or the word through the object. This view, 
which seems to us a commonplace and self-evident truth, 
constituted for that period a revolution in thought and, so far as 
carried out, one in practice as well. This, moreover, led to 
another innovation. It necessitated the use of the vernacular 
in the earlier school years and thus produced a practical and a 
permanent reform. Both the early Protestant reformers and 
lithe the Port Royalists emphasized the value of the vernacular. 
"^**^ But its importance was first established on strictly educational 
grounds by the sense-realists. This sense-realistic tendency 
was also the first general educational response to the new 
scientific and philosophic ideas which were the logical outcome 
of the Renaissance movement, 
luiation Along with these tendencies went a corresponding change in 
ationai ^^^^od. This was the effort toward the formulation of a 
od method — the inductive — appropriate to the new subject- 
-tiw^^ matter and the new aim. While not grasped at all by the 
!ss earliest realists, the re-formulation of this method constitutes 

the chief claim to greatness of one whom we have here included 
in this group, — Francis Bacon. The educators of this group 
who came later in time than Bacon, all adopted the method of 
induction as the most important key to the solution of all edu- 
cational difficulties. Educationally, this thought developed into 
of a the idea of a general method, by which all children could be 
\^ taught all subjects,* in a way wholly novel. So expeditiously 
was this to be accomplished that instead of the meager results 
of previous times, aU children would now be able to master all 
subjects. 

It is necessary, therefore, to refer to one other characteristic 
of seventeenth-century thought in order to understand the work 
and ideas of these sense-realists. In this thought of the great 
possibilities of the new education, they shared in the visionary 
hopes of the times. Disappointed at the failure of either the 



RtalisHc Education 229 

reform in religion or the recovery of the classical learning to Movemei 
bring about any great and rapid social betterment, the thinkers t™"^ ^ 
and writers of the period, who strove for the general improve- organiiui 
ment of mankind, turned to the new sciences and the new ""^"''^ 
method for the solution of these evils. This general tendency was knowiedg 
termed the " pansophic " movement. Through the universal [f™«^ * 
dissemination of knowledge concerning life and nature and by sopbie" 
means of the new method, it endeavored to raise the average °>o»m>m 
of human attainment, thought and activity to the level reached 
hitherto only by the favored few. 

When unihed, reduced and organized by the application of SocUl:»- 
the new method of induction, the sense-realists held knowledge ^'"^ "^ 
to be comparatively simple. By means of the new method and be the ou 
the previous use of the vernacular all the necessary languages ^^^J 
could be mastered, and within the time and effort allotted to the 1 
mastery of one under the old system. Upon the basis of this 
unified and simplified knowledge which consequently could be 
mastered by every individual, the race could go on in a course 
of ' discovery, invention and self-improvement. Upon this 
uniform method and content of education they based their 
hopes, first, of a unified language or at least of unified national 
languages; second, upon the unified language, the hopes of a 
imified religion in place of the innumerable dissenting bodies 
then existing; and upon the unified language and religion, the 
hopes of a unified political life and organization. It is to be 
noted, however, that rationality not authority, was to form the Bmu foui 
basis of all this. This new education of the seventeenth century not'taw 
was expressed in the educational writings of the times. How- thMftr 
ever, It acquired but slight inSuence upon the schools, and that 
was of very gradual growth. 

SOME KEPKESERTATIVE SENSE-REALISTS. — A move- u^j ^ 
ment so lasting and so fundamental naturally found expression ^,J^^ 
in the writings and in the work of many men. Some of these ment 
perceived the new idea in a few of its aspects only, while others 
grasped it m its entirety. Two or three of these representatives, 
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who wrote before the philosophy of the movement had been 

formulated by Bacon and Descartes, are quite worthy of study 

if space permitted. Among these are the Frenchman, Peter 

^ Ramus; the Spaniard, Ludivico Vives; the Englishmen, 

V^->^^ulcaster, Hoole, Hartlib, Petty, and the philosopher Bacon; 

and above all the Czech, Comenius . 
caster " Richard Miilcaster (c> i'^.^0"i6ii ) was one of the earliest of 
thcfim these. He was one of the first to advocate the use of the ver- 

tcateof 

general nacular in education, and in 1582 published The ElemerUarie, 
^ ^^' wAk:A entreateth chieflie of the right Writing 0} the English tung. 
n In^his work published in the preceding year (1581), entitled^fP^ 

sitionk^wherein those circumstances be examined, which are neces- 
sary for the training up of children either for skill in tlieir booke, or 
health in their bodie, he expresses views that entitle him to be 
classed among the reformers of the following century. As a 
reaction against the formal, repressive school work of the times, 
which aimed at the eradication of many of the tendencies and 
activities natural to childhood, Mulcaster held that education t 
should not aim either to force or to repress the child. "Thef 
end of education and training," he wrote, " is to help nature to^ 
her perfection." Two or three corollaries of great importance] 
followed from this view of the nature of education. One was 
that while all children can profit by some elementary training in 
advo- the vernacular, yet on the other hand too many seek the higher 
.^** education in the classical tongues which is not fit for all. An- 
ing of other corollary was that education of both grades should be for 
^^^^ boys and girls alike. Mulcaster further argued that education 
aal de- in the schools is preferable to education by tutors. This latter 
a^ti« view led to the elaboration of a position that forms one of 
the remarkable previsions of the work. The arguments for the 
training of teachers are fully stated, and, in addition, Mulcaster 
held that the universities should provide for this as for the pro- 
fessions of the law, medicine and the ministry.. 

Francis Bacon (1561-1626) stands highest among those 
who caught a preliminary gUmpse of the coming changes in the 
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character of the intellectual life and of education. He pes- Baconh 
sessed little knowledge of or interest in either educational ^^S 
problems or processes and wrote little directly on either question, of or intt 
But Bacon gave to philosophy and to the intellectual life a new J^|^,°°' 
purpose. He rejected the previously accepted aim — the theo- but loOu 
retic fonnuiation of knowledge — in fav or o f jhe practical and ^^ 
useful aim. The inte llectual l ife was t o be made fruitful, as the louodiy 
old speculation was not, by being made practicaT What is true 
of the intellectual life in general, is more true of its method, — j_. 
education. In becoming fruitful, it becomes useful to the many 
instead of attainable only by the few. 

This fruitfuhjess was to be gained by giving the intellectual study to 
life a new foundation, — ■ natur g. Neither theology nor meta- f"!^?, 
physics, the basis of previous philosophies, but physics was to invcstigi 
serve as the foundation of the new. Even the moral and political °* "*"" 
philosophies were to receive new meaning by being foimded on, 
or referred to, the natural sciences. In this position Bacon 
foresaw the re-formulation of those sciences on the basis of evo- 
lutionary thought, and paved the way for their eighteenth and 
nineteenth century development. 

The new tendency given to the intellectual life and to educa- Fonndi 
tion was away from the formalism of the old leammg toward "■ "^ 
the realism of the new. From dealing with words and abstrac- trait in' 
tions it came to deal with objects and ideas. The tendoicy of •*'''"**" 
the intellectual life was away from the fonnuiation of closed 
systems of thought which were satisfied with definitions and 
abstract formulations. Nor was education directed toward a 
mastery of words and logical power in handling the syllogism 
developed through a discipline in grammatical forms, and in 
"defining," "determining" and "disputing." Intellectually, 
the new tendency in thought was directed toward the formulation 
of fruitful principles of interpretation and methods of investiga- 
tion that could never produce a perfected system of thought. 
Educationally, it was concerned with the entire realm of the 
knowledge of nature and of society and with the use of a method 
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that would develop in the individual power of dealing with this 
world of reality, 
ay »den- Bacon himself was not the first, nor the only one of his times, 
icdmore, *^ participate in these tendencies. Copernicus, Vives, Da Vind 
:ticaiiy, and Others worked immediately before him; Galileo, Descartes, 
^ Kepler, Grotius, Boyle and others along with him. But Bacon 

of them all seized the whole problem, stated its terms and for- 
mulated its equations. In actual solutions he did less than 
many of the others, 
line of The first part of Bacon's plan, which was to serve as a model 
^^^ for future intellectual endeavor, was to survey human knowledge^T 
in its existing stage. He designed to construct a chart or map of 
the intellectual world, including not only the previous systems, 
but also those unknown or barren regions which, though ready 
for exploration, had rarely been visited by the human mind. 
General This he did in his Advancement of Learning, the only part of his 
ii(K:tuai P^^"^ ^^^^ approximately completed. The second part of his ^ 
ieve- work was to formulate the method for the investigation ofT 
!^° * phenomena. This was the determination of the process by 
which the new edifice was to be erected upon the foundation 
A new previously laid. This is the Novum Organum, the new method, 
— induction, — opposed to the Organon of Aristotle, which had 
determined the intellectual methods of centuries. Bacon fin- 
ished only a part of this work, but sufficient to give a profound 
and determining influence to all modem thought. 

The Educaiionai Influence of Bacon may be briefly summed 

up under the aim and subject-matter of education, and the new 

method. 

I was the AiM AND SuBjECT-BiA^TTER. — Bacon's aspiration for a reor- 

gwiiza- ganization of the entire realm of human knowledge such as would 

wiedge serve for the improvement of human welfare, by basing it not 

^Iv^li' ^P^^ ^'^^ ^^^ literary knowledge which concerned itself with man, 

but upon the new scientific knowledge which concerned itself 

with nature, was shared by many philosophers, educators and 

statesmen of his time. This was the " pansophic " ideal of the 
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seveoteenth century. They held that when knowledge was 
based upon the unifonnity of nature instead of upon the varia- 
bility of man, it dealt with laws and principles that could be 
investigated and determined by de&nite methods, not by guess-, 
work. Moreover, it dealt with forces that could be controlled and 
used for human progress. Such knowledge must be derived 
primarily from a study of the phenomena of nature. Only in a 
secondary sense could it be gained from the language, the litera- 
ture, the philosophy and the theology of past generations. Educmtk 
Education through the schools should secure the dissemination J^^^^, 
of this knowledge, because when unified it would be within the of knowi. 
grasp of every child. 

Within the centuries since the opening of the Renaissance, inteii«ti 
man's empirical knowledge of the material universe and his J^^" 
power over it had been marvelously expanded. The world cedemd 
of thought had not kept pace with this. The problem, to Bacon, ^^^^ 
was to expand the intellectual world until it should not only 
correspcmd to and keep pace with this development, but should 
precede it. He considered that it was dishonorable that " the 
boundaries of the intellectual world should be confined to the 
discoveries and straits of the ancients." Consequently, study 
was to be directed toward the phenomena of nature as the only ,i|^ 
means of bringing about this equilibration between practical 
opportunity and knowledge. With his followers this new and 
productive kind of knowledge was to be made the subject- 
matter of school work. This was because such knowledge was 
the only real and fruitful knowledge, because such knowledge 
made up the bulk of the whole pansophic scheme of thought, 
and because the renovation of society was thus to be brought 
about. This is the earlier form of sense-realism in education. 
The principle that knowledge came only through the senses was 
not yet fully formulated in its modem meaning. 

Education was now regarded as not merely of religious or NewtcKi 
practical value to the individual, but was accorded a hitherto J^^Jf^ 
unknown social value. Education, as science itself, was with 
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Bacon but a means to an end, — the dominance of man over 
things. " Human science and human power coincide." To 
such knowledge and to such power, there was no limit. K the 
expectations of these men led by the pansophic ideal appear to 
us now as wholly visionary, no less so to their own times did 
those speci&c instances of the expansion of human power, 
through knowledge of nature, which were clearly foreshadowed 
by Bacon and have been realized only in the present, 
(ideal Little explicit reference is made in any of Bacon's works to 

^b^' ^^ particular bearing of his general ideas concerning knowl- 
'New edge on concrete educational work. However, the closing 
^''^ portion of his incomplete Utopia, The New Atianiis, is devoted 
to a description of the ideal educational institution, the investigat- 
ing university, called Solomon's House. In this work much) 
that universities, scientific departments of governments, and! 
learned investigators now do, and much besides in a scientificyf 
way that is yet in the realm of unachieved human aspiration, 
is foreshadowed. The modification of species, animal and 
plant; curative methods, through hjrpodermic serum infusions; 
the modification of metals, as in steel; the transformation of 
various forms of energy; the steam engine; communication at a 
distance, — were some of these remarkable previsions of scientific 
innovations. Yet even here it is the spirit and the principle 
rather than the detail that is significant. 
i indue- Method. — " There are," says Bacon, " and can be, only two 
method wa)rs for the investigation and discovery of truth. One flies from 
the senses and particulars to the most general axioms, and from 
these principles and their infallible truths determines and dis- 
covers intermediate axioms. And this is the way now in use. 
es for The other constructs axioms from the senses and particulars, by 
^^*^ ascending continually and gradually, so as to reach the most 
biems; general axioms last of all. This is the true way, but it is yet 
imtried." With the old method of thought, the entire process 
is controlled by its starting point, which is an axiom, a thing 
given or determined. With the new method, the entire process 
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is controll ed by t h e go al tQjw reached, whichJis ajjcoblem to.fes 
solved by investigation of particulars. With this method the 
particulars are discoverable by observation, not given by author- 
ity; the problem is solved and the principles are determined by 
induction. The practical goal, beyond the scientific problem, 
is reached by the application of the principle through the 
deductive process to the practical problem. The result is an notthee 
invention, — the practical application of knowledge to human "^^i!^. 
welfare and power. This is the complete circle of Baconian 
thought involving both methods. Only the deductive method 
b secondary. 

Striking advance had been made in Bacon's time and most 
of it had come as a result of accidental discovery, as with the 
compass, gunpowder, the telescope and the printing press. 
Bacon aimed to change this chance to design. " For chance 
works rarely and tardily and without order; but art constantly, 
rapidly, and in an orderly manner." The new method, the art loimulit 
of discovery, was formulated in the Novum Organum. Bacon ^*^ 
stated the logic of the new thought, as Aristotle did that of the OrgMnm 
old. The goal which Bacon held to be of sole value was power 
over nature. Knowledge of nature was the source of all such iDciuded 
power. Observation, investigation, experimentation, was the J^^ 
sole method of reaching that knowledge. This knowledge udeipc 
could not be obtained by the old scholastic method, that of """^"^ 
definition and oi the syllogism. These methods were valid 
enough for the truths which they sought, but the truths thus 
discovered were to Bacon not worth the search. Nor did 
Bacon hold to the nominalistic formula, " only that is in the 
intellect which first is in the senses," or to its modem restatement 
as a determinant of all method; for he held that the senses 
unchecked were particularly unsafe guides. Neither the senses, 
as seen in the case of a test of temperature, nor the understand- 
ing, as in the Icoig-accepted Ptolemaic explanation of the mo- 
tions of the earth and the sim, are safe guides when left to them- 
selves. Truth is not reached by the mere accumulation of 
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similar instances. A generalization reached inductively is 
not valid unless tested by the " negative instance "; for one such 
instance to the contrary will counterbalance the weight of any 
number of a positive character in the establishment of a uni- 
versal law or principle such as are those of nature. 

The diflSculties in the way of the employment of the proper 
method and the discovery of knowledge worthy of human 
endeavor, Bacon termed " idols " (N(yuum Organum, xxxix). 
He classified them as idols of the tribe, those that " have their 
foimdation in human nature as such, and in the tribe and race 
of men " ; idols of the den, or the personal bias of the individual; 
idols of the market place, or those which arise from the manners, 
customs and usages of men in their social intercourse; and 
idols of the theater, those which depend upon doctrines, dogmas 
and traditions. Now invention and progress are only secured 
by an interpretation of nature without the intervention of any 
of these idols, consequently only by the scientifically guarded 
inductive method. Then we come to know things as they 
really are, not merely as popularly represented. This is the aim 
of science, of philosophy, of education. 

But this method has one more scientific relation to educa- 
tional work, made not by Bacon, but his followers. Bacon in his 
method was not thinking of the subjective process, the psycho- 
logical bearing of his great idea, but merely of its objective 
value. He was concerned in showing how the race as a whole 
could come into the possession of that knowledge which would be 
of permanent benefit to itself, and in indicating the tests of real 
knowledge. But in showing how it is that we know, he by 
inference indicated how it is that the individual comes to know 
and also how the individual should be taught. Bacon himself 
was interested primarily in the subject-matter of thought and the 
possible outcome of it ; only secondarily in the process of thought. 
But as method elaborated by Bacon revolutionized the scientific 
knowledge of the race and led to unprecedented progress, so 
its educational application, as made by his followers, in time 
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revolutionized school method. The specific application of these 
we are to see later. 

Bacon's Place in Education, as in the history of human Afonnul 
thought, is usually either much exaggerated or undervalued, ducovnt 
On the one band he was not the discoverer of a new method of 
thought, for he had predecessors as well as colaborers. He 
formulated this method, however, showing that hitherto nature 
had been rather anticipated by happy chance than interpreted 
by certain method. Nor on the other hand was be a man who 
simply repeated what was a time-worn familiarity with all great 
thinkers. He showed t hat, while all men have experience and 
guide their conduct by it. expe rience not scjai t ifically Jested 
has far less value than explicit discovery thro uRh scientific 
method. Nor is he to be charged with the narrowness of some 
of his followers in exalting one phase of the thought process to 
the exclusion of all others, or identifying the test of knowledge 
with the source from which all knowledge is obtained. 

Wolfgang Ratk«' (Ratichius or Ratich), who lived from 1571 Ratkefir 
to 1635, first formulated in educational terms those ideas con- g^J^ 
ceming the new subject-matter of study and the new methods of pnndpici 
investigation that were a part of the new spirit of the early seven- j^^^^ 
teenth century and were first definitely formulated by Bacon. 
In an address to the Diet of the German Empire at Frankfort, 
in 1613, Ratke claimed: (i) By his new method to be able to 
teach Latm, Greek and Hebrew tongues more thoroughly and 
in a much shorter time than had hitherto been devoted even to 
the one ; (2) by use of the vernacular as the basis for instruction, 
to give to all children a thorough knowledge of all the arts and 
sciences; (3) through the continual use of the vernacular and the 
new methods to bring about the use of aae language among all 
the German people in place of the multitudinous dialects, and 
thus to lay the basis in the tmiform language for uniformity in 

■ A more adequate treatment is given in the tranalation of VonR&umer, in 
Bamard'i German Tttuhers and Ediiraiors, pp. 319-347. This is condensed 
In Qokk'B BducaHonal Sefarmert, Ch. IX. 
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religion and ultimately for uniformity in govemment. Ratke 
failed, however, of the success in the practical application of his 
ideas that he attained in their theoretical presentation on ac- 
count of defects in his character and in his personality. 

The thought underlying all the other principles was that 
everything should be done in its natural order, or in the course 
of nature. " Since nature uses a particular method, proper to 
herself, with which the understanding of man is in a certain 
connection, regard must be had to it also in the art of teaching; 
for all unnatural and violent or forcible teachi ng and learning is 
harmful^ and weakras nature." While this was a direct at- 
tempt at a general method, it was not based upon psychological 
principle. It was founded rather upon general and often arti- 
ficial comparisons with the phenomena of nature, or upon purely 
superficial resemblances between the processes of the mind and 
the processes of biological development in plant or in animal. 

Some others of Ratke's principles, important as reformatory 
influences and as permanent truths, can only be suggested: 
each thing should be oft repeated; everything first in the mother 
tongue; everything without compulsion; nothing should be 
learned by rote; mutual conformity in all things (f.^. com- 
parative grammatical study of the languages) ; first the thing 
itself, and afterward the explanation of the thing; all things 
through experience and investigation or experiment. The 
last of these contains the essentials of the Baconian reforms; 
the next to the last, the essentials of the Pestalozzian reforms; 
all of them are foreshadowings of the Comenian reforms. 

John Amos Comenius (1592-1670). — Whether considered 
from the point of view of theoretical writings or from that of 
direct treatment of schoolroom problems, Comenius is one 
of the most important representatives of the realistic move- 
ment as well as one of the leading characters in the history of 
education. Nevertheless, his actual influence on his own and 
the following generations was slight save in one respect. 
This was in the use of a more scientific method of teaching the 
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lan'j^iiai^es embodied in the Comenian text -books. For almost 
two centuries even the very knowledge of his most important 
educational writings ceased to exist. Consequently, they had 
little or no influence upon later educational reformers imtil the 
time of Froebel. Few biographies of educational leaders pos- 
sess more interest; but reference to several excellent works of 
recent publication must answer as a substitute for a study of the 
life of Comenius in these pages. * 

Purpose of Education. — "The ultimate end of man is Ultimate 
eternal happiness with God," Comenius stated as the primary JJJ^^ 
principle of the Great Didactic. The purpose of education was found in 
to assist in attaining this great end. So far, all the educators "^**^ 
of these centuries agreed. But it was in the conception of 
education as a means that they differed so widely. Hitherto 
education strove for this end by attempting to eradicate Butmnu 
the natural desires, instincts and emotions, and by furnish- f*?L^ 

' ' ^ ent ooncc 

ing an appropriate mental and moral discipline. Comenius tion con- 
worked along an entirely new line, one that ultimately became ^J^^J 
the path of modem educational endeavor, though with funda- were to b 
mental purposes formulated somewhat differently. With Co- "■""•* 
menius the ultimate religious end was to be obtained through 
moral control over one's self, and this in turn was to be secured by 
knowledge of one's self, and consequently of all things. Knowl- 
edge, virtue and piety, in this order of their acquisition, were 
the aims of education. What Sturm and the Reformation Emphaai 
.educators propoimded as isolated ends, Comenius unified in a ^wSf^ 
logical and psychological relationship, and gave a radically thingi 
different interpretation of the initial element, — knowledge, 
— the one element relating directly to the school. This advance, 
however, was so radical that it affected vitally every phase of 
education, — content, organization, method and text-books. 

Content of Education. — This change respecting the subject- 
matter of education can best be presented through an explana- 

^ Quick, Educational Reformers, Ch. X ; Monxx>e, W. S. Comenius; Keatinge, 
The Great Didactic, Introduction ; Quick, Comenius. 
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tion of the great purpose and endeavor of the entire life of 
Comenius. His religious activity and his contributions to the 
improvement of schoolroom procedure were immediate duties 
which he did not shirk. But both were of subordinate im- 
portance when compared with his greatest aspiration ; namely, 
the complete reorganization of human knowledge, along Baco- 
nian lines, with the consequent expansion of that knowledge and 
of human power and happiness. This pansophic movement of 
the seventeenth century produced many notable attempts at 
reorganization. Of these the Advancement of Learning of 
Bacon and the Encyclopedias of Henry Alsted and of Campanella 
were notable examples. Probably both Alsted and Campanella 
had greater influence on Comenius than did Bacon. This idea of 
the encyclopedic organization of human knowledge was a com- 
mon one throughout the Middle Ages; but the execution at- 
tempted by Comenius and by the pansophic writers of the 
sixteenth and seventeenth centuries was quite diflFerent. Co- 
menius's aim was to give " an accurate anatomy of the imiverse, 
dissecting the veins and limbs of all things in such a way that 
there shall be nothing that is not seen, and that each part shall 
appear in its proper place and without confusion." Previous 
encyclopedias had been mere collections of facts; his was to be 
an arrangement of facts around universal principles, so that in 
all the arts and sciences, starting from the essential point of the 
universal law as a basis, study could proceed from what is best 
known, by slow degrees, to what is less familiar, until all knowl- 
edge was compassed. So in the text-books of Comenius, each 
chapter and each paragraph leads up to the next, and thus 
embodies his universal principle of method. 

The knowledge of physical phenomena was, for him, the most 
important object of study, and tlie main influence of his teach- 
ings in respect to subject-matter was the introduction of such 
material into the school-books actually used, together with the 
exposition of this idea in all his works. 

Method. — The general thought of a method "according to 
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nature," which Comenius advocated and applied throughout all inductli 
his writings, must be distinguished from that particular part ^^^| 
of it which approximated the Baconian induction and formed partiiUj 
the basal idea of his text-books. Comenius argued that Bacon's 
method was competent to distinguish truth from falsity, but 
that it applied only to natural phenomena, while pansophy con- 
sidered the entire universe. In the introduction of his first 
pansophic work he states that the three channels through which 
knowledge comes to us are the senses, the intellect and divine 
revelation; and that "error will cease if the balance between 
them be preserved." In The Great Didactic Comenius speci- 
fically states that the principles of that work were formulated 
a priori and does not even mention Bacon in the entire work, held to 1 
Essences and principles find place in his philosophy as in that "^ °' 
of the fantastic pseudo-scientists of the Middle Ages. In his 
Physics the world is constituted from the three principles of 
matter, spirit, light; while the "qualities" of all things are 
consistency (salt), oleosity (sulphur), and aquosity (mercury). 
Yet despite these survivals of the mediEval, he stands distinctly 
for the study of natural phenomena and the dependence up(Hi 
sense perception as the source of knowledge concerning nature. 

Notwithstanding this partial grasp of the significance of the iiu^t ; 
inductive method when applied to the investigation of natural ^^^ 
phenomena, when it came to the practical problems of instruc- probten 
tion in the schoolroom, Comenius did clearly see the importance 
of the new method and first applied it to the actual processes (rf 
instruction. This is a field where Bacon was much more of a 
stranger than was Comenius in the realm of the larger philo- 
sophical and scientific problems. In the chapter on the Method 
oj the Sciences Comenius states nine principles of method, which 
must have grown out of his own long experience as a teacher. 
It was the concrete embodiment of these ideas that led to the 
remarkable success of the text-books and to the beginnmg 
of radical reforms in schoolroom work. They are stated 
thus: — 
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lary I. Whatever is to be known must be taught (that is, by presenting 

idples the object or the idea directly to the child, not merely through its form 
^®^ or symbol). 

2. Whatever is taught should be taught as being of practical applica- 
tion in everyday life and of some definite use. 

3. Whatever is taught should be taught straightforwardly, and not 
in a complicated manner. 

4. Whatever is taught must be taught with reference to its true nature 
and its origin; that is to say, through its causes. 

5. If anything is to be learned, its general principles must first be 
explained. Its details may then be considered, and not till then. 

6. All parts of an object (or subject), even the smallest, without a single 
exception, must be learned with reference to their order, their position, 
and their connection with one another. 

7. All things must be taught in due succession, and not more than 
one thing should be taught at one time. 

8. We should not leave any subject until it is thoroughly imderstood. 

9. Stress should be laid on the differences which exist between things, 
in order that what knowledge of them is acquired may be dear and distinct. 

books Text-books. — Comenius had been a student of education 
^ from his early school days. He began to teach upon leaving 
icnce the university, and later combined the supervision of schools 
leoretic ^^j^ j^jg pastoral work. Even when nearly sixty years old 
(1650) he returned to the directorship of the gymnasium. 
Consequently his text-books were not the work of a mere theo- 
rist, but of one who combined, as no one before him had ever 
done, a theoretical knowledge of educational problems, derived 
from contemplation and from study, with the practical ex- 
perience of the schoolroom, 
rtancc 111 163 1, the year before the completion of the Didactica 
J janm Magna, Comenius published the Janua Linguarum Reserata, or 
iriicst' Gate of Languages Unlocked. This was his most famous book 
^^ and alone would have made him a notable character in his own 

idiment 

J new century. For many generations the schoolboys of three con- 
ipies tinents thumbed this book as their primer to the languages 

instead of the Donatus and Alexander of preceding generations. 

And very different from these it was, though in some respects 
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not much less difficult. The plan of the book was simple and 
" natural." Starting with several thousand of the most com- 
mon Latin words referring to familiar objects, the plan was to 
arrange them into sentences, beginning with the simplest and 
becoming progressively more complex, and in such a manner 
that a scries of related subjects would be presented, the whole 
presenting a brief encyclopedic survey of knowledge as well as 
affording a vocabulary and a working knowledge of simple 
Latin. Each page gave in parallel columns the Latin sentence 
and the vernacular equivalent. The instruction dealt with 
material that, in its elementary form at least, was within the 
experience of the child. 
:cnts of This text will give a fair conception of the pan^ophic ideal as 
^awua ^gji g^g ^^ jjg^ tendency in the subject-matter of education. 
The one hundred different chapter headings included such 
subjects as these, introduced in the order given : Origin of the 
World, the Elements, the Firmament, Fire, Meteors, Water, 
Earth, Stones, Metals, Trees and Fruit, Herbs and Shrubs, 
Animals (in several chapters) ; Man, His Body, External Mem- 
bers, Internal Members, Qualities of the Body; Diseases, Ulcers 
and Wounds; External Senses; Internal Senses; Mind, The 
Will, The Affections; The Mechanic Arts (in several chapters) ; 
the Home and its Parts; Marriage; the Family, State and Civic 
Economy (in several chapters); Grammar, Rhetoric, Dialectic 
and the various branches of knowledge; Ethics; Games; 
Death, Burial, Providence of God; the Angels. Care was taken 
that every grammatical structure should be presented so that 
a complete grammatical knowledge would be developed in- 
ductively by the skillful teacher, 
trian- In 1633 Comcnius published the Veslibulum (Entrance 

e texts Hall) as an easy introduction to the Gale, which, though far 
simpler than the previous formal grammatical texts which were 
impossible of any mastery save a verbal one, had yet proved too 
difficult for beginners. Later, additional texts were added. 
The Atrium was an expansion of the J anna, following the same 
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plan, treating of the same subjects in greater detail, and also 
giving more attention to grammar. An accompanying grammar 
written in Latin was now to be used. In the final book of the 
series, the Palace or the Thesaurus, a summary of Latin literature 
was given. Through selection of various portions of Ciesar, 
Sallust, Cicero, etc., the substance of this literature, especially 
as it dealt with subjects of interest from the Comenian point of 
view, could be given with the omission of much of the material 
objectionable to Comenius and certainly detrimental as used in 
the colloquies and school presentations of the times. 

The most remarkable and most successful of all the Comenian OrhaPi 
texts was an adaptation of the Janua Linguarum, the Orbis Pic- ^u^^J 
(MS Sensualium, published in 1657. In this text the method of uiustraM 
dealing with objects instead of with mere symbols or words was 
carried to its logical conclusion in the introduction of the objects 
themselves by means of pictures. The Orbis Pictus — The World 
of Sensible Things Pictured — was of great importance merely 
as the first illustrated text-book for children. But its method 
of dealing with things and of leading by inducti^'e process to a 
generahzed knowledge, was yet more important. While the 
text was substantially that of the Janua, each chapter was 
headed by a rather complicated picture in which the various 
objects were numbered with reference to specific lines in the 
text. A page of this remarkable text is reproduced as indicat- 
ing in a concrete way, when c^ompared with any of the Latin 
grammars th^i in ordinary use, all the revolutionary educational 
ideals of Comenius. 

The Organization 0} Schools. — One other phase of these Sjttemt 
educational ideas deserves brief mention, that is, the organiza- ^°^'' 
tion of schools. In this respject, as well as in those previously girten; 
noticed, Comenius was quite two centuries ahead of his con- 
temporaries. Two grades of school were to precede the gymna- 
sium: first, the infant school; second, the vernacular school. 
Previous to the writing of the Didactica, Comenius had written 
The School of the Mother's Knee, in which there is a remark- 
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lentaiy; able foreshadowing of the kindergarten. The purpose of the 
book was to indicate to mothers how they could care for the 
early education of their own children. The pansophic ideals 
control even here. Not only was the infant to be cared for 
physically and to be trained in games, sports and manners, but 
he was to be instructed in history, geography, even metaphysics, 
as well. But by these high-soimding names Comenius meant 
a very feasible and desirable thing; namely, that the child's 
simple experience as to locality, time and causal relationship of 
many events could be and should be made quite definite even 
before the sixth year. All this was independent of formal 
instruction by means of books. The Vernacular School should 
comprise the period from the sixth to the twelfth years. It 
was rather a substitute for than a preliminary to the gymna- 
sium, and was designed for those who could not obtain the 
higher education. As to method and subject-matter, this school 
I gram- resembled the Latin School, which followed. Above the 
*^^8® secondary, or Latin, school was to come the University, where 
y every subject could be pursued as in the gymnasium. Above 

the University, reversing the use of terms as we now employ 
them, was the College of Light, an institution for scientific 
investigation of every subject, similar to the Solomon's House of 
the New AUantis. 
yste- The Great Didactic. — Though Comenius has more than a 

!^^ hundred treatises and text-books to his credit, yet they are all 
summed up in his one great theoretical treatise which was one of 
his earliest educational writings. The Didactic Magna was 
completed by 1632, though not published in a Latin translation 
imtil 1657, and not printed in the language in which it was 
written until the middle of the nineteenth century. This work is 
certainly one of the most remarkable educational treatises ever 
composed. Though essays or books on didaqtics were among 
lins the the most numerous of the publications of those times. The Great 
^ Didactic is a striking variant from the ordinary tjrpe. Both its 
sogy ideas or principles and its arrangement are modem. On the 
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coDtiaiy, the form in which the ideas are expressed, as well as 
the particular interpretations of the method used, are thoroughly 
colored by the theological character of the age and by the pro- 
fessional training of the author. Yet so sane and far-seeing are 
the precepts of this work that it may now be read with greater 
tmmediate profit to the teacher, sufficiently intelligent to avoid 
many minor errors, than the majority of contemporary educa- 
tional writings. So broad a foundation is laid for the educational 
development of the succeeding centuries that it is quite worth 
while, in conclusion, to give the entire table of c<»itents. 

I. Man b the ht^est, the most absolute, and the most excellent of T>bt« tA 

things created. contenn 

a. The ultimate end of man is beyond this life. DUattit 

3. This life is but a preparation for eternity. 

4. There are three stages in the preparation for eternity: to know 
one's self (and with one's self all things) ; lo rule one's self; and to direct 
one's self to God. 

5. The seeds of these three (teaming, virtue, relipon) are naturally 
implanted in us. 

6. If a man is to be produced, it is necessary that he be formed by 
education. 1 

7. A man can most easily be formed in early youth, and cannot be 
formed properly except at this age, 

8. The young must be educated in common, and for this schoob 
are necessary. 

9. All the young of both sexes should be sent to school. 

10, The mstruction given in schools should be universaL 

11. Hitherto there have been no perfect schools. 
13. It b possible to reform schools. 

13. The basb of school refonn must be exact order in all things. 

14. The exact order of inslructicn must be borrowed from nature^ 

15. The basb of the prolongation of life. 

16. The universal requirements of teaching and of learning; that 
is to say, a method of teaching and of learning with such cert^ty that 
the desired result must of necessity follow. 

17. The principles of facility in teaching and in learning. 

t8. The principles of thoroughness in teaching and in learning. 
19. The principles of crmciseness and rapidity in teaching, 
ao. The method of the sciences, specifically. 
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21. The method of the arts. 
93. The method of languages. 
93. The method of morals. 

34. The method of instilling piety. 

35. If we wish to reform schools in accordance with the laws of true 
Christianity, we must remove from them books written by pagans, or, 
at any rate, must use them with more caution than hitherto. 

26. Of school discipline. 

27. Of the fourfold division of schools, based on age and acquirements 

38. Sketch of the Mother-School. 

39. Sketch of the Vernacular School. 

30. Sketch of the Latin School. 

31. Of the University, of traveling students, of the College of Light. 

32. Of the universal and perfect order of instruction. 

33. Of the things requisite before this universal method can be put 
into practice. 

EFFECTS OF SENSE-REALISM ON SCHOOLS. — At any 

time, the response made to educational theory by the concrete 

practices of the school is necessarily slov^ and indirect, for those 

who formulate the advanced theory are seldom those who 

control the schools. The practical administrator is ever loath 

to be considered a theorist, that is, one recognizing a new theory 

instead of practicing an old one; and the teacher is ever loath 

to assume new burdens or form new habits, in learning to do 

old things in a new way. 

jersof On the other hand, Ratke, Comenius, even Bacon, were 

"hilT merely exponents of a thought movement that was aflfecting 

5 connec- many ; they were leaders in the formulation of the new thought 

^J^ rather than originators of it. As with these men, so with the 

other leaders of advanced thought of the seventeenth century, 

.their work was performed outside of the university, which had 

little sympathy with the new thought. Neither Descartes, 

Hobbes, Locke or Leibnitz of the philosophers, nor Harvey 

and Boyle of the scientists, nor Bacon as representative of both 

philosophy and science, were in close contact with the xmiversi- 

ties. So it was in the secondary schools and in independent 

institutions that the new ideas were realized. In 1619 the first 
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academy of natural science was founded at Rostock. Under 
Frederick the Great (r. 1740-1786) the Berlin Academy became 
a powerful exponent of the new thought. 

After the close of the Thirty Years' War (1648), the old Theoid 
academies for the nobles {Ritierakademien, see p. 183) again ^^^^ 
became influential, and now as exponents of the new ideas, the doU 
rationalistic and practical, as opposed to the scholastic for- ^^g 
malism of university and gymnasium. This, however, was a realUtic 
foreign culture which did not affect at all the masses of the '""'*'"• 
people. Here realism found its first exposition, based more 
upon the socialrealism of Montaigne and the popular ideals 
of the French aristocracy, then dominant throughout Europe, 
than upon the scientific realism of Bacon and Comenius. 

From the middle of the seventeenth century, the text-books 
of Comenius had come into common use in the gymnasien of 
the German cities, but rather as aids to Latin study than for 
their scientific content. The first schools to emb pjy *^'' ""''■g"i 
of Comenius, emphasizing more the religious than the scientific 
side, were those of the pietistjc movemeiil'as it cfflitered around | 
Hermann Francke (1663-1727) and Spener (1635-1700). Piet- 1 
ism was a reaction quite as much against the proSigacy and 
extravagance of rationalism as typified in the ritterakademien 
as against the formalism of the classical schools. But the 
rationalistic and the pietistic scboob were at one in their oppo- 
sition to the dominant classicism and formalism, and in their 
advocacy of the realistic studies and the use of the vernacular. 
Beginning in 1693 Francke established, at Halle, a group of The pU 
educational and charitable institutions of very wide scope and of ""J^ 
extended influence. With a constituency drawn wholly from »chooi«i 
the middle and lower class people, — a large orphan asylum t^"^* 
was a part of the institution, — Francke aimed to combine a ««iistic 
practical preparation for life end a religious influence with a *^^ 
school training necessarily strong in the realistic studies. His 
achievement was a demonstration of Comenian ideals; a com- 
bination of Christianity and practical training, with fonnal 



250 Brief Course in the History of Education 

school work. A seminary for the training of teachers, iastituted 
as a part of his general foundations, assisted materially in the 
spread of his ideas in many schools, especially those of Prussia, 
both of old and new foundations. 
!>cgin- The Real-Schools (Real-Schulen) of Germany, which em- 
diooto body most completely the realistic educational movement, 
innany date from 1 747. In this year Hecker, a pupil of Francke, 
established at Berlin a school, the curriculum of which included 
the German, French and Latin languages, writing, drawing, 
history, geography, geometry, arithmetic, mechanics, architec- 
ture, religion and ethics. Within a comparatively short time 
the leading commercial cities of the German countries established 
similar schools. During the later part of the century, under the 
influence of the " naturalistic " movement (Chapter X), these 
schools were incorporated as a component part of the Ger- 
man school system, 
lissent- The Academies in England. — In England the introduc- 

rf Eng- ^^^^ ^^ ^^^ " ^^^^ studies " was boimd up with the history 
jwsre an of the " academies " which were developed by the nonconform- 
me^ ing churches. The beginning of this movement is connected 
roi with the humanistic reaUsm of Milton, who styled the institution 
described in his Tractate an academy. With the downfall of 
the Puritan protectorate and the restoration of the Stuart mon- 
archy, the dissenting clergymen, some two thousand in all, were 
expelled from their parishes (1662), and shortly afterward the 
dissenters were excluded from the public schools and the imi- 
versities. This gave both a teaching staff and a constituency to 
a new type of educational institutions. For a time these had but 
an indefinite organization and unsubstantial existence, but after 
the toleration act of 1689 they became a definite part of the 
English educational scheme. Though these, as well as aU other 
educational institutions of England, had only an ecclesiastical 
and private support, they continued to perform an ever widening 
fimction in the educational life of the people. With the dis- 
appearance of religious disabilities, they became indistingyfiisb- 
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able, as a type, in the multiplicity of secondary schools during 
the early nineteenth century. 

As was to be expected, the founders of these institutions of 
the seventeenth and eighteenth centuries had little sympathy 
with the narrow and restricted education that had produced 
their illiberal persecutors. Hence, the new institutions pro- 
vided for a much broader training through a curriculum that 
included many of the new " real " studies. Preparation for the 
ministry was yet an important, though by no means the exclusive, Subjecti 
purpose of these schools; hence the classical languages formed f]|^ ! 
a prominent part, if not the foundation, of the course of study. 
To these were added a variety of subjects, varying with the 
institution, including French, Italian, Hebrew, logic, rhetoric, 
ethics, metaphysics, history, economics, oratory, theology, nat- 
ural philosophy, anatomy, geography, geometry, algebra, sur- 
veying, trigonometry, conic sections, celestial mechanics and 
even shorthand. One subject that was given especial emphasis 
in all of these institutions was that of English, and the instruction 
in all of the subjects came to be given in the vernacular. Of 
one academy it is specified that in addition to the usual cur- 
riculum " all the classes were exercised at times in land survey- 
ing, dialling, making almanacks, and dissecting animals." 

Such institutions took the place of both secondary schools and 
universities for the nonconformists, and offered a more direct 
preparation lor the practical occupations of life than did the clas- 
sical public schools. For the Church, the university and the 
state, however, the old type of institutions yet served exclusively. 

In America. — With the growth of the minor dissenting RuUm 

bodies in the American colonies a similar, though until the mid- ^Mi»e«i 

die of the eighteenth century a more rudimentary, institution Amerid 

grew up. These bodies were especially strong in the middle col- t)™^ 
- J 1 1 . . . , , , -, . deoomk 

onies, and there these new mstitutions found a home. Even m tkinai 

New England the Latin grammar schoob began to make pro- •'*<'*"'» 

vision for the practical economic interests of the people. In 

most of the seaport towns of all the colonies, branches of practi- 
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cal mathematics, especially surve)ring and navigation, were intro- 
duced by the middle of the eighteenth century. Not until this 
later period, however, was a typical " real-school " introduced 
mkiin'8 and the term academy used. This was the "Academy and 
PoaM^f- Charitable School of Pennsylvania," later the University of Penn- 
lia" sylvania, which was suggested by Benjamin Franklin in 1743 

and opened in 1751. Three schools were included in this 
academy, a Latin, an English and a mathematical. Franklin's 
writings exalted practical economics into a philosophy of life, and 
did much to further a scheme of education which had much in 
common with the educational theories of the sense-realists. 
While the philosophical basis might have been quite different, 
in its concrete embodiment it was almost identical with the 
" real-school " of Germany. After the Revolutionary War, the 
academies became the typical educational institutions of the 
American states. By this time several other momentous forces, 
besides the realistic educational philosophy, were at work to 
produce revolutionary changes in education, 
iponscof The Universities responded much less quickly than the 
^ow" secondary institutions to the new educational ideas. The 
theological-classical scholasticism controlled the German uni- 
versities throughout the seventeenth century. But in 1694 the 
University of Halle was founded, chiefly as a protest against 
iveraity the narrowness of the old institutions. Halle is considered the 
1 the first ^^ modem university, for here first were the " real " subjects 
icm taught, with the new methods and in the modem tongue. 
^rers y Prancke and Thomasius, both of whom had been expelled from 
Leipzig because of their too liberal ideas, made Halle the center 
of the new influence. The custom of using German in the uni- 
versity lecture room, introduced by Thomasius, who also pub- 
man lished the first German magazine, soon gained adherents; M 
^ ^ also did the university teaching of the natural sciences and I 
more liberal philosophy. In fact, the German imiversity idetd 
of " freedom of teaching and freedom of study " first 
embodiment in the foundation of Halle. In 1737 tht 
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sity of Gfittingen became a second center of these same in- 
fluences. By the close of the century the conquest of all the 
universities, at least of Protestant Germany, was accomplished. 
The conservative English universities responded much less 
quickly and much less thoroughly to the new influences. During 
the professorship of Isaac Newton (1669-1703) and the head- 
mastership of Richard Bentley (1740-1742), Cambridge was 
given the strong mathematical bent which it has since retained, 
and the mathematical and physical sciences were fostered. 
During the eighteenth century a number of regius professor- Eo^ 
ships in history and the sciences were founded by the Georges. '^^ 
But there was no such renovation of the university by the new Uw 
spirit, as in Germany, until late in the nineteenth century. 



The realistic movement is the dcvcloj^tfment of tlie interest id Dature foundry I 
in the Renaissance of the fifteenth and sixteenth centuries. During flw/ ( 
acventeenth centuiy this interest received philosophical and scientific fbrniu- [ 
latioD. At this time modem science and modem philosopliy began. Edu- 1 
cationally, however, there were two preliminary stages. One was the ^u- f' 
mani sdc Realism, or the study of the classics for their content valu^. This J 
was but a continuation of the idea of a broad liberal education of the I 
early Renaissance. It is best represented by Erasmus, Rabelais, and 
Miltoa. -' The other was Social ism-realisxa, or immediate educatkn > 
for the practical duties and pleasures of life. This view held schools I 
and literary training in low esteem and exalted travel and direct contact t 
with the world as the proper educational means. While this conception 
cf educati(Mi had found some representatives at all limes, it had peculiar 
ibrcc throughout the sixteenth, seventeenth and eighteenth cenraiies and 
is best aqwessed by Montaigne. Sense-realism was the beginning of the \ 
modem scientific movem ent in education, altbough it cootained tlie germ ' 
of Hm. (s>lUoI0j;!1CU &hd sociologicat movements as well. Bacon first 
deaiiy formulated the theory; Comenius_ gave it practical pedagogical 
embodiment. However, there were many representatives of the movement 
In every country. The German real-schoob and the English and Amerkaa 

1MK the institutiaial embodimoit of this theory. ^^ 
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ORIGIN OF THE MODERN DISCIPLINARY CONCEP- 
TION. — With the Reformation, Latin ceased to b e the langua ge 
of religion ^n(\ of the Clergy; similarly, during the later seven- 
teenth c^tury, it ceased to be the exclusive language of the 

lvalue imiversities, of the schools and of learning. Even before this 
time it had been superseded by French as the language ol 
diplomacy and of the courts. When, with the development oi 
the vernacular literatures, it ceased to be the language of culture 
and of the humanities as well, Latin could no longer dominate 
the schools upon the same basis and for the same reasons that 
it had done hitherto. But by the seve nteenth ce n tury the 
linguisticand literary curriculum had b ecome traditional| with 
the authority ot the leammg ot two centuries behind it. More- 
over it had developed a scholastic procedure which in details of 

le seven- method and of curriculum, and in the entire technique of the 
schoolroom, had never been equaled by any previous system of 
educational practice. In fact, it has had no equal since. Now 
pprfpTtinn in thf> t^(^h ^iq^J^ ^f srhoolroom procedure is no j usti- 
fication for a system of^ educational practice. Yet, since it has 
behind it to give it stability, both the force of tradition and the 
most tenacious professional conservatism, it is the strongest 
influence working for such a system. 

Consequently, since this narrow humanistic education no 
longer had any direct connection with the practical dema;!ids 
of the times and no longer offered the sole approach to a knowl- 
edge of human achievement and thought, a new theory musj. be 
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Bustify its perpetuation. This new theory was the 
By conception of education. 

ES ESSENTIAL TO THE CONCEPTION. —The 

t the disciplinary conception of education can be given 

words; namely, that it i s the proces s of learning rather 

I thing^ learned Ihal is llie_i nipo rtant and determining 

^education. 

Bisciplinary conception takes a great variety of forms. 
tbstantially they unite on the one point, namely, that 
Icula r activity or experience, es pecially of an intellectual 
ffj jf we ll selected, p r oduces a jxiwer o r ability out 
I proportion to the expenditure of energy therein. Such 
Wr w'heh developed will be serviceable in most dissimilar 
iences or activities, will be available in every situation, 
I "Will be applicable to the solution of problems presented 
■■^any subject. More speciTicaMy the theory asserted that 
one or two subjects, thorou ghly t aught and masteredj^ were 
of aMK^ greater educauQnaCvaiue. ^mi a variet y of subjects 
daajcdin^ t he same amount nf tin is a.nH_enprg[v. The dis- 
il|lt|liiiiiii believed that th ose subje cts which, t hrough the 
gEDttality of their principles, such as mathematics and logic, 
OB:,^ougK the formal nature of fheir content and arrange- 
nriL' ^tich as the classical languages, furnished a formal 
training for the various " faculties " of the mind, were of 
supreme importance educationally. This value belonged to 
such subjects irrespective of'their relation to life or of their 
final mastery or use by the pupil. It was further implied, 
so far as the period of complete dominance of this theory was 
concerned, that these subjects were peculiarly adapted to 
the development of the memory and the reason, and that 
these " powers of the mind " were preeminently the ones 
demanded for success in any walk of life. 

DEVELOPMENT OF THE CONCEPTION. — In respect to 
its fundamental principle, the new education was but a reviy aL 
of the fo rm alism of mediaEval scholasticism. To the elaboration 
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uentc of of the theory a number of factors contributed. 
~^j social changes {p. 254) were in themselves the 1 
dnernth tant of thcse factors. The new realism emphasized < 
^^" strongly than had the early Renaissance thought will 
■ to the old scholasticism, that the important thing ed' 

was the thing leamed ^ot the process of J aarning. '1 
numamsTic'educat'ion now adopted, in addition to 1 
ments advanced as peculiar merits of its own, all those I 
used for the scholastic education. 
port oc In the second place, the disciplinary education, as j 

c^^T sented the continuation of the narrow humanistic edB 
poua yet retained the ahnost undivided support of those whol 
education from tlie rehgious standpoint. As is evideif 
the attitude of the Church toward most oUhe leaders! 
realistic tendency, notably Descartes, Bacon and even Con 
that movement was looked upon as irreligious and j 
But from a yet more general reason, and that a pedaJ 
one, the religious view supported the disciphnary concJ 
rreligioui In fact, since it looked upon education as one process of era 
la wis"" '°S '^^ essentially evil character of human nature, the i 
disdpiin- view of education on its pedagogical side was the disc 
one. On the ethical side, then, religious thou^t fui 
the theorj- of the disci^ilinar); etiuca.tifiri. 
port at On the psychological side, so far i& that entered into the 
^^■^ educational thought of the times, the disciplinary conception 
nimnt received the support of the current belief. This was the old 
^^f^ Aristotelian faculty psychology, with its medieval implications, 
t which demanded a training of the various faculties ctf the 
I mind by appropriate disciplines formulated into schoolroom 
\ procedures. No subject afforded better facilities for this 
psychol- than the formal side of language study, unless it was the mathe- 
"'^^ matical branches to which, consequently, greater importance 
Qot was now attached than formerly. Even the new psychology 

i^^' of Bacon and Locke, so far as their theory of knowledge for- 
mulated a psychology, contributed to the prevailing disciplinary 
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view. At least Locke made it so contribute, as will be seen 
subsequenlty. While the doctrine of innate ideas was re- 
jected by these men in favor of experience, trainmgjiusense 
perc eption d id not supersede nor make unnecessary the train- 
ing of the higher jactUties. In either case, so far as the popular 
view"Wt!nt, lh6 iriming"was to be a " discipline." 

So persistent has been this narrow disciplinary view that Sutrir*! 
even when the old rational psychology, based upon Intro- p^^h^ 
spective analysis, began to give way or to be supplemented to the ^ 
by a conception of the mind based upon a study of its develop- *" 
ment, educat ion was still viewed as a process of develop ing Suppoit 
the " powers " or " faculties " of th e mind through appro priate '°"fi^^ 
di^ipline.""" This is to be seen in the case of i'estalozzi (p. 31a), ceDtuiy 
who~Srsf'TC[Jresents this newer view in practical educational !f'^^ 
worl*' Nor was the case different when the natural sciences ai»o 
began to find a place in the work of the schools; for the pursuit 
of such studies was most frequently justified by the arguments 
for their disciplinary value (p. 225). Such undoubtedly has 
been the popular view; the general public believed, at least 
in regard to a college course, that " the great problem in educa- 
tion is how to induce the pupil to go through with a course 
of exertion, in its results good and even agreeable, but im- 
mediately and in itself irksome." 

THE CONTRAST OF TWO IfODERN VIEWS.— The na- Tbept* 
tare as well as the force of the disciplinary conception of ^Se'iS 
education is best seen by placing it in opposition to an equally piinuj »i 
one-sided view of education, but one that, on the contrary, ^^^""J 
places thejvhQle^emghasisjsn the thing learned rather than oiDetccDti 
upon the process of learning. A nineteenth century writer, ^oU™ 
Fouillde, in hTs argument for the disciplinary education of ofthenM 
the classics as opposed to the content or practical education ^.^1.^ 
of the modem sciences, contrasts these views as follows: — 

Huriey proposes to make the natural and physical sciences the basis of 
education. Spencer, in his turn, by a kind of idolatry of science which 
b widespread in these days, makes of po»tive sdence almost exclusively 
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im of the subject for youth, under the pretext that, in this life, geometry is neces- 
P°^ sary for the construction of bridges and railways, and that in every definite 
jjIj^, trade, even in poetry, we must have knowledge. How conclusive is poetry 
r view as an instance ! Is a Virgil or a Racine made by learning rules of ver- 
lem sification? The scientific man is not made by teaching him sdenoe, 
f» for true science, like poetry, is^vention. We can learn to build a rail- 

Lg^g way by rule of thumb, but/<nose who invented railways did so only by 
\ion . the force of the intellectual power they had acquired, and not by the force 
^ of the mere knowledge they had received^'^ it is therefore intellectual for^ 

that we must aim at developing. Arid then returns the question: Is 
pp. the best means of strengthening and developing the intellect of car youth, 
to load the memory with the results of modem science, or is it to teach 
thpm"tn r pAsnn, t^ imaf^ine^ 10 combine, t o divi ne, to know beforeh and 
what ought to be true from an innate sense of order and harmony, of the 
simple and the fruitful, — a sense near akin to that of the beautiful^ 
And, besides, are youths educated to be engineers, or poets? /'Educaticfa 
is not an apprenticeship to a trade, it is the culture of moral and intel- 
lectual forces in the individual and in the race, f/ , 

On the other hand, Huxley answers this argument by show- 
ing, in somewhat satirical language, that the sciences could 
be so arranged and so taught as to give a disciplinary train- 
ing similar to that given in his times in the public schools. 
Then he says; — 

It is wonderful how close a parallel to classical training could be 

made out of that palaeontology to which I refer. In the first place I could 

7*8 get up an osteological primer so arid, so pedantic in its terminology, so 

an of altogether distasteful to the youthful mind, as to beat the recent famous 

production of the headmasters out of the field in all these excellesdes. 

Next, I could exercise my boys upon easy fossils, and bring out all their 

in powers of memory and all their ingenuity in the application of' my osteo- 

iheral^ grammatical rules to the interpretation, or construing, of those fragments. 

ucaiion ^^ those who had reached the higher classes, I might supply odd bones 

:ience, to be built up into animals, giving great honor and reward to him who 

1 99) succeeded in fabricating monsters most entirely in accordance with the 

rules. That would answer to verse making and essay writing in the 

dead language. To be sure, if a great comparative anatomist were to 

look at these fabrications he might shake his head, or lau^. But what 

then? Would such a catastrophe destroy the parallel? What, think 

you, would Cicero, or Horace, say to the production of the best sixth 
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tbnn going? And would not Terence slop his ears and run out if he 
oould be present at an English performance of his own plajs? Would 
Hamlet, in the mouths of a set of French acbirs, who should insist on 
proDoundng English after the fashion of their own tongue, be more 

hideously ridiculous? 

STRENGTH AITD WEAKITESS OF THE THEORY.— 

This theory of education, dominant for so long a period, so 
trenchantly attacked in the present, must consequently pre- 
sent elements of both weakness and strength. Among the 
chief defects was the fact that -ihe speci al demands whic h 
the variou s callings or needs of life make upon e ducation 
receiv ed no special consideration ^ All were to be met by 
the si mple turning of the ability generated by the formal train- 
ing of the school into the desired ch annel."-'INor^ were the 
specmTaptitudcs or inaptitudes of the pupils given any con- 
sideration. Since these studies witH their appropriate disci- 
pline furnished the best possible preparation for every obligation 
that Ufe made upon education, those pupils that were unable to 
meet the demands of such a training were ip^o facto incapable 
of fulfilling any of these higher offices or functions in life or 
of meeting the requirements of any of its greater opportunities. 
As a consequence, however, it possessed c me great merit . 
Since the educational subjects elected were chiefly those deal-" 
ing with ab stract ideas, it did^fumish valuable training fo r 
a limited class ol ttie intellectuaUy superior, and did_develop 
a capacity to deal with those phases~ of life's activities (law, 
theofogy^'and tjie like) ""which were concerned chiefly with 
abstract idsavLlJjat such a process of instruction offered 
nothing of v&lue to the great masses of children, was no ob- 
jection to it in an aristocratic society, and in an age before 
the- development of democratic sentiment. 

The -c hief modem argument for the theory ha s been, that 
such a discipline de velops the power of voluntary attention-' 
i But- modempsychological thought questions, if it does not 
(_p(MiRveiy deny, that tHere is any such thing as a general power 



DiMJp 

educat 






Oflere 



26o Brief Course in the History of Education 



[uestion 
eral 
or 
ra 
:edone 

leold 

Unaiy 

tion 

>ped 

1 

sof 

toa 

ifew 

iety 




in sub- 

iohave 

aral 



or ability, r But this power of voluntarily attending to linguistic, 
legal, theological abstractions, developed through such a train- 
ing, was just the capacity necessary for the success of this 
particular intellectual class. Consequently, whether explained 
through the theory of general ability or of special abilitiesv^nis 
disciplinary training for many generations did afiFord fim^fffictive 
education for the classes receiving an education^^ Further- 
more, volimtary attention must be more depended upon in 
all those life activities dealing with abstract ideas than in 
others, for here the natural interests offer little of that support 
which they would give in other lines of action. The com- 
parative sufficiency of the theory in these earlier periods is 
more evident when it is remembered that the opportunities 
for education were offered to a very few, selected from a limited 
class. It is with the entrance of all classes of pupils into the 
schools, with varying capacities and with varying social needs 
to be met, that the total insufficiency of the disciplinary theory 
becomes apparent. 

However, even with a total disbelief in the theory of general 
mental capacity, it must be admitted that there is a certain 
identity in the content of experience which gives to some sub- 
jects a far more general value than to others. Thus arithmetic 

study, since they fflve a training in activities 
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th at enter very generallyint o the experiences of after life, pos- 
sess a g eneral value as subjects ot stu dy, which, if not identical 
to that argued by the old disciplinarians, is at least similar. 
Moreover, there is a certain identity of mental procedure in 
all experiences now more apparent since the mind is conceived 
as a unit in its action, than when viewed as a bimdle of faculties. 
Consequently, every subject has a disciplinary value. But 
this merit is not the peculiar possession of a favored few, nor 
is it of so wide an applicability, nor can it be possessed at all 
by a particular subject that has no content value, — i.e. one 
not apt to enter in^p later experiences, — as was held by the 
old disciplinarians^' 
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While the disciplinary conception, even in its early form, coDtiniKd 
yet prevails very generally and is apt to continue, we are here ^^^^ 
chiefly concerned in its historical formulation, especially by the jdinuyvK 
great English phibsopher, Locke. "" p™eti« 

JOHN LOCKE AS A REPRESENTATIVE OF THE DIS- Locke-iH 
CIPLINARY EDUCATION. — John Locke (1632-1704) held ^f^ 
the idea that education was a discipline, and his view strongly tJine mud 
regnforced the prevalent one. But the " discipline " of the d,ediidpi 
philosopher was a much broader one than the discip line of^ the tyidwo 
schoolmasters. \Locke's one great passionnn'life/the thought . |J„„ 
emphasized in his philosophical writings as the aim of intellectual c -t^- ^' 
endeavor,twas the love of tru th^ 'The guide to the attainment " ^ • ' 
of truth and to every activity in life, was reason jl but the mind r*--<^^" 
was capable of attaining to truth and of formulating it only 
when educated to this end. This education consisted in a rigid Bawd up 
disciphne. In his Essay concerning Human Understanding, *'^X^ 
Locke formulated the Baconian philosophy, or more especially koowiedg 
\he theory of knowledge, that of empiricism, which has remained 
(the dominant philosophy of the English thought-world to the / 
(present time. This theory was tha/all knowledge comes from | 
the perception of the s enses an d the '' perception of the intellect " ; J 
that is, from e xperiencey 

The doctrine of the sensational origin of knowledge became Butwue 
the most important part of his teachings, philosophically; but ^*^?^' 
it was the second part of his theory, that concerning the elabora- worksi ui 
tion of knowledge through the perception of Ihe intellect, that ^"^ 
became the most important educationally. (After the simple the "pen 
stuff of experience is furnished by the senses, according to ^^^i. 
Lpcke, our ideas, judgments, etc., are formed through the per- 
ception of the intellect. This can be developed, not through TUiUdc 
training in sense- perception, but through the discipline of mental J^^J^ 
powers, chiefly reason^ training c 

Though it is impossible to enter into details here, it must be ''"^p 
borne in mind that Locke's philosophical and psychological ewion 
views do not always accord with his views on education. The 

/ 
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one fundamental thing that makes Locke a representative of the 

disciplinary education throughout is his idea of the human 

mind as a mere blank to begin with, which has its virtues and 

powers worked into it from the outside through the formation 

of habits. A Development, according to Locke, comes only by 

the formation of habit through discipline, jt^ 

iameii- OiFiTRtt n intoroot, howcveiy hr ln" the educational theory of 

f ^ ^ Locke, not in his philosophy. /in his Essay and more especially 

1 in his in his Conduct of the Understanding, he shows how this type of 

ac^^ mind can be developed, that is, throu gh such a training or dis- 

8 Acipline as will strengthen all its powers! This is not to be done 

J^ / pnerely by studyi and reading, but~*more largely by reflection 

»/*wi I land meditation. y These views must be taken into account in the 

^amination of his Thoughts concerning Education (1693), 

which is the one work by which his educational ideas are usually 

.judged. 

Lc thiy . Locke is probably the most important and most influential of 

En 5]^ \^ P^^S'l^s^ writers on education; at least he takes rank with 

ron Ascham and Spencer. Consequently the main thoughts of 

^^^ Locke's treatise deserve presentation aside from the connection 

they may have with any general tendency. However, it is just 

these fundamental conceptions, as distinguished from the many 

inalysis valuable suggestions and ideas scattered throughout the treatise, 

ucation ^^^ gjy^ Locke his relation to the disciplinarians. 1 The aspect s 

of education acco rding to L ocke are three: ^ ghyf^iVal, m^raV 

iiitp1](^^t ^ fiL Thg^i pi<^ ^r^^ rorrespondingly, vigor of body 

virti ie and knowledge . The first is fundamental as a basis'. 

This being provided for, the aims of education are, as he states 

in another place, virtue, .wisdom, breeding and learning in the 

order of their importance^ 

odof Physical Education. —'"A sound mind in a sound body is a 

a WM "" short but full description of a happy state in this world. He 

»f a rigid that has these two, has Uttle more to wish for; and he that wants 

^^g either of them, will be but Uttle the better for anything else." 

« These are the opening sentences of the Thoughts, the first thirty 
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paragraphs of which are given to the discussion ofjihjsical 
educ ation J — one of the first and yet one of the sanest of such 
treatises. Ixhe principle underlying it all, the scanty and loose 
clothing, the hard beds, the open air, the simple, even rigid, diet, 
is that of the hardening process, — rigid discipline^ 

Moral Education. — One of the most striking of Locke's 
positions, as well as one of the soundest of them, is the clear 
distinction he ever holds in mind between education and in- Edncatioi 
slmction. This explains the divergence between Ix)cke's '•' "**' 
views and those of the educators of the disciplinary school pre- itmctioa 
vailing during his own time. With the latter, education came 
to be ide ntified "wlttrinstruction, as Tt in^tum became a rigid 
and formal discipline. With Locke it i^ducation as a whole 
that is~a^scipline. Ins truction Is merely The metKoa~6fJ«^ 
tfllrr.lufd edii(;-aHnn. The primary object of education as a 
whole is the formation of character./ 

'Tis Virtue Ihcn, direct Virtue, whicK is the hard and valuable part mditef i 
to be aimed at in Education, and not a forward Pertness, or any little >■ viitue 
Arts of Shifting. All other Considerations and Accomplishments should 
k^givft way and be postponed to this. This is the solid and substantial 
Good which Tutors should not only read, lecture, and talk of, but the 
Labor and Art of Education should furnish the Mind with, and fasten 
there, and never cease till the young man had a true Reh'sh of it, and 
placed hb Strength, his Glory, and his Pleasure in it. 

But it is rather the manner in which this great end is to be 
accomphshed that indicates again how, fundamentally, Locke 
holds throughout to the disciplinary conception of education. 

"As the strength of the Body," he remarks in beginning his discussion Bull of t 

of moral education, "lies chiefly in being able to endure Hardships, so J,"*.'",'*'? 

also does that of the Mind, and the great Principle and Foundation of AtmiootA 

all \^rtue and Worth is placed in this : That a Man is able to deny kimsetj bj pnctii 

his own desires, cross his own inclinations and purely follow what Reason in kU- 

directs as best, tbo' the appetite lean the other way. ... It seems plain """P*"* 
to me that the Principle of all Virtue and Excellency lies in the Power 
of denying ourselves the Satisfaction of our own Desires, where Reason 
does not authorize them. This Power is to be got and improved by Cus- 
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torn, made easy and familiar by an early Practice. If, therefore, I ms^ 
be heard, I would advise that contrary to the ordinary way, children should 
be used to submit their Desires and go without their Longings, even from 
their very Cradles. The first thing they should learn to know should 
be that they were not to have anything because it pleased them, but be- 
cause it was thought fit for them." 

So here again education at basis is a discipline. Wirtue is to 
be obtained by the formation of good habits through a long 
discipline of the desires.) This process is to be made as pleasur- 
able as possible, and great severity, especially as regards cor- 
poral punishment, is to be avoided; but the^ecret of all educa- 
tion is to control the natural desires and instincts by thwarting 
them and forming the habit of their controy and not at all by 
following them implicitly as with the naturalists of the Rousseau 
type^ 

Intellecttial Education. — The portion of the ThougfUs dealing 
with intellectual education is devoted for the most part to a 
consideration of the subjects of study. Concerning these, 
Locke agrees in many points with the sense realists and the 
encyclopedists. Even here, however, the disciplinary view is 
fundamental, as will be seen in this conclusion : — 

Learning must be had, but in the second Place, as subservient only 
1 to greater Qualities. Seek out somebody that may know how discreetly 
to frame his Manners: Place him in Hands where you may, as mudi 
as possible, secure his Innocence, cherish and nurse up the good, and 
gently correct and weed out any bad Inclinations, and settle in him good 
Habits. This is the main Point, and this being provided for, Leanmg 
may be had into the Bargain, and that, as I think, at a very easy rate, 
by Methods that may be thought on. 

In Locke's philosophical writings, more especially his Condud 
of the Understanding, his conception of the intellectual aspect 
of education is clearly revealed. Long ago this work was termed 
a "treatise on the moral discipline of the intellect." Here, 
in stating his fundamental principle, is given the justification 
for his encyclopedism — together with its great diflference from 
that of Comenius. 
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one of the sciences, but so to ^pen and dispose their minds as may best ^^'"'^ 
make them capable of any, when they shall apply themselves to it. , . . iotr«ioi 
It is therefore to give them this freedom that I Chink they should be made in certai 
to look into all sorts of knowledge and exercise their understanding in tibia 
so wide a variety or stock of knowledge. But I do not propose it as a va- 
riety and stock of knowledge but a variety and freedom of thinking; aa 
an increase of the powers and activities of tlie mind, not as an enlargement 
of its possessions. 

The entire treatise is devoted to a reiteration of the idea 
that intellectual education is a formation of habit of thought, 
through exercise and discipline. 

The faculties of our souls are improved and made useful to us just Thesehi 
after the same manner as our bodies are. Would you have a man write ^°**'. 
or paint, dance or fence well, or perform any other manual operation ^ij^lj^ 
dexterously and with ease, let him have ever so much vigor and activity, jiitri rH" 
suppleness and address naturally, yet nobody expects this from him tmless 
he has been used to it, and has employed time and pains in fashioning 
and forming his hand or outward parts to these motions. Just so it is 
in the mind; would you have a man reason well, you must use him to 
it betimes, exercise his mind in observing the connection of ideas and 
following them in train. 

Respecting the choice of subject-matter appropriate to this 
end, he continues in the manner characteristic of this entire 
school of educational thought: — 

Nothing does this better than mathematics, which therefore I think Importai 
should be taught all those who have the time and opportunity, «iji so '>f"»>l* 
mucA U> make them mathematicians, as to make them reasonable creatures; j^fjurtv 
*cr though we call ourselves so, because we are bom to it if we please, dUdpUiH 
yet we may truly say nature gives us but the seeds of it. We are bom 
to be, if we please, rational creatures, but it is use and exercise that makes 
us so, and we are indeed so no further than industry and application has 
carried us. . . . I have mentioned mathematics as a way to settle in 
the mind a habit of reasoning closely and in train ; not that I think it 
necessary that all men should be deep mathematicians, but that having 
got the way of reasoning, which that study necessarily brings the mind 
to, they might be able to transfer it to other parts of knowledge as th^ ^ 
shAll have occasion. fl 
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Due to faU- Other Classifications of Locke. — Locke is frequently classi- 
SL LoS^ ^^^ with Montaigne, or with Bacon and Comenius as a sense- 
fundamental realist, or with Rousseau as a naturalist. This is because 
his fundamental idea has not always been clearly realized, 
and because fragmentary views from his TlumglUs have been 
taken as all of equal importance. In many respects some of 
Wherein the views of Locke are identical with some of the views of these 
firomlion^' Other educational writers. This can be seen even in the brief 
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extracts given. But when fundamental views are compared, 
the divergence is evident. Both Locke and Montaigne make 
practical virtue the end of education. But they diflFer greatly 
respecting whaTWilS meiintlSy virtue, and still more widely on 
the fundamental point, how virtue is to be obtained through 
education. And this opposition is found in Locke's disciplinary 
views. Locke's fimdamental disagreement with Bacon and 
Comenius is seen in his view that subjects are to be used, not to 
give content, but to give training. And again, though a ph)^- 
cian, Locke says scarcely a word in favor of the study of the 
natural sciences. Rousseau acknowledges his indebtedness 
to Locke. But the fundamentaT educational idea o^JbCousseau 

iwarted 
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wa s th a t n atura Unstin cts^Mid ^ten9€ ncl^^ ^liouM SJ 
^-aad Jhat_ha.bit5 should no.t..bfi. formed. Locke's most character- 
istic views were, that natural tendencies should be thwarted and 
disciplined, and that education in every aspect was nothing but 
the formation of habit (p. 263). 

THE DISCIPLINARY EDUCATION IN ife) SCHOOLS. In 
England. — Locke's trenchant criticism of the type of education 
prevailing in the English pubhc schools should not blind one to 
the fact that there was fundamental agreement in their views of 
education. What Locke objected to was that the schools con- 
fined their disciphne to exclusively intellectual training; and that 
in this training they emphasized activities of the mind that were 
not thvC most important ; and that the means they used, especially 
the writing of Latin themes and verse, were too restricted and 
were calculated to develop certain abiUties that were of little value. 
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The work of ihese public schools ia typical oi ail cducalional 
work in England during all of the eighteenth and the greater 
part of the seventeenth and of the nineteenth centuries. The very 
extensive use of corporal punishment for the sUghtest olTenses 
or deficiencies; the important influence exerted by the facing 
system, in which the younger 
\ boys served as the personal 
attendants and servants of 
the older boys, performing 
all menial services, such as 
keeping their rooms, prepar- 
ing their breakfasts, build- 
ing fires, lunning errands, 
etc. ; the custom of govern- 
ing the school and inflicting 
pimishment in all save the 
most serious offenses by 
these same " sixth form " 
boys ; all these indicate how seal 
completely, in respect to "^ 
" virtue and breeding," ed- Tb m 
ucation in the dominant 

English view had become and continued to be a disci- 
pline. 

On the intellectual side the situation was even more striking. 
Nowhere else can one find dominant for so bng a period an 
elementary and secondary education with such a restricted in- 
tellectual content. Beyond the mastery of the rudiments of 
grammar, which were ordinarily required for entrance, the 
entire work of from six to nine years was devoted to Latin and 
Greek prose composition and to the writing of verse, especially 
in the Latin. This was presumed to develop an appreciation for 
the classical literature, which constituted the sole content of 
their curriculum. This regime was hardly questioned until the 
opening of the nineteenth century, and for more than half a 
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century additional the merits and demerits of Latin versification 
were discussed as though the whole question of educational 
values and of the subjects of study were compassed within these 
narrow Hmits. 

In the great survey of all of these schools in England made 
by Carlisle, well into the nineteenth century, the curriculum of 
Winchester is described as follows: "The Latin and Greek 
Grammars of the College only are used. The routine of Educa- 
tion comprises the Classics throughout, and Composition in 
Verse and Prose. The other parts of education, such as French, 
Arithmetic, Mathematics, etc., are not taught in this School." 
The curriculum is everywhere practically the same, and is 
given only a sentence or so in the many pages devoted to 
each school. The reforms since the middle of the century 
have introduced the modem side, — modem languages and the 
sciences, — but the conception of education is yet much the 
same. 

In the English imiversities the spirit until very recent times 
was similar. The classics and mathematics constituted the bulk 
of the curriculum. From these, until 1850 at Oxford and until 
185 1 at Cambridge, the subjects for examination must be chosen. 
The fact that no one of the great scientists of the nineteenth cen- 
tury either was trained or did his Ufe*s work in connection with 
the universities is one of the most striking evidences of the 
narrow conception of education prevailing therein. 

In Germany. — No more significant evidence of the hold of 
this conception upon the German educators could be found than 
the term applied to their representative school — the gymna- 
siuniy the place for the discipline, training or gjonnastic of the 
mind, as with the old Greek the g}Tnnasium had become, when 
this higher training of the mind had replaced that previously 
given to the body. 

As noted in the previous chapter, the realistic conception of 
education found no response in the schools imtil near the middle 
of the eighteenth century. Even then it was quite slight for 
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the remainder of the centmy. The narrow humanistic education other 
upon the disciplinary basis prevailed ahnost universally. There \ 
existed as yet little national spirit that demanded an education as i 
a basis for the unification in spirit of the German people. Such ^J^^^ 
unity in ideas and in spirit as they possessed was largely due to 
the Church, which c(a:trolled education as a means subordinate 
to itself. The Church here as elsewhere held the disciplinary 
conception of education. The awakening at the latter half of 
the eighteenth century, known as the New Hvmamsm, gave to 
the German people an entirely new conception of the purpose of 
education. This change relegated the disciplinary thought to a 
secondary place. The New Humanism would use the classical The New 
languages for an entirely different purpose, — that of developing ofXT^ 
individualism and national spirit and vitaUty, through the spirit tecnth <«■ 
and substance of the ancient, especially Greek life. Latin ^e;,tre« 
became secondary to Greek, and the formal study for discipline didplinw 
and for scholastic form was replaced by the ideal of culture as "" 
shown in a life of activity. But political reaction, followed by 
revolution, produced a decided educational reaction, and the 
disciplinary idea as the bulwark of authority again became 
dominant. Even as kte as 1893, the German emperor, speak- Refonn* 
ing of the character of the education dominant in the German ^f^^ 
higher schoob, could say: — Emperor 

If any one enters into a discussion with these gentlemen [the sup- 
porters of the rigid classical gymnasien] on this point, and attempts to 
show them that a young man ought to be prepared, to some extent at 
least, for life and ita manifold problems, they will tell him that such is 
not the function of the school, its principal aim bdng the discipline or 
gymnastic of the mind, and that if this gymnastic were property conducted 
the. young man would be capable of doing all that is necessary in life. 
I am of the ojnnion that we can no bnger be guided by this doctrine. 

la America. — In our own country, on account of social 
reasons, the breaking away from the dominance of the old ideas 
came much earlier. However, the disciplinary idea is held quite 
widely even yet and controls much of school work. When the 
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old Latin grammar schools gave way to the academies, in the 
later eighteenth century, the first step was made. The encroach' 
ment of the sciences and the modem culture subjects in the 
colleges went on gradually, until by the middle of the nineteenth 
century they were well estabUshed. With the adoption of the 
elective system, the old disciplinarian basis was largely aban- 
doned, as it has been since, even 
in the collegiate study of the 
classical languages. 

Strange to say, it was in the 
r.eld of elementary education 
that the conception dominated 
the longer. The idea did not 
control so completely that sub- 
jects valuable for their content 
were altogether excluded; yet, 
until recently, the formal studies, 
such as grammar, arithmetic 
..™-~.^.™u^»-™,™,,™»™u, ..,.,. ^j spelling, constituted the 

core and, in quantity, the bulk of the elementary curriculum. 
The training, or discipline, given by these subjects, was held to 
be the element of chief importance in the early years of school- 
ing. Little by little, since the opening of the nineteenth 
century, the content studies, such as literature, history, geo- 
graphy and the natural sciences, have made their way from the 
academies and secondary schools down into the elementary 
grades. The reasons underlying these changes are to be dis- 
cussed in subsequent chapters. 

StnOUAT 

SodaJ changes during the sixteenth and seventeenth centuries destroyed 
the practical bearing of the narrow humanistic education. Educational, 
religious, psychological and professional views united in demanding its pn- 
petuatioD. This resulted in the formulation of the disdplinary conccpliaii 
of education. According to this view (i) the value of education lies, not 
in the content of the subjects aaiuired, but in the [Kocess of acquiiini 
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ihcm ; (2) the correct process or method of e(hication will result in the 
development of a special mental power which will be applicable to all 
subjects; (3) for the most part this view also held that the mind was com- 
posed of faculties of which especially two, memory and reason, were to 
be trained by such disciplinary processes. This view continued to survive 
even after the development of modem psychological and scientific tend- 
encies in education and to receive support from them. To the present 
day, this conception of education has many supporters. While open 
to many criticisms, there are some elements of truth in the theory that 
are altogether independent of these arguments just given. These are, 
(i) the fact that some subjects, such as language, do have a general func- 
tional value; (2) that there is a certain identity in mental processes; (3) 
and that for certain professions or classes this narrow disciplinary educa- 
tion did furnish a practical functional training. The great theoretical 
representative of this view is John Locke. He elaborated the bearing 
of the theory in its relation to physical and moral as well as intellectual 
training. From the seventeenth century to the present, this conception of 
education has controlled the work of the secondary schools and the old uni- 
versities of England, the gynmasien of Germany, and in the earlier period 
the colleges and secondary schools of America. Its influence in every \ 
phase of educational work is apparent at the present time. 
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THE NATDRALISTIC TEN DENCY IN EDUCATION: ROUSSEAn 

RELATION TO PREVIOUS MOVEMEHTS AHD TO THE "Nmoi 
TIUES. — The naturalistic movement in education was a revo- ^ti« 
lution in thought and practice no less important and influential *e Ren 
than that of the Renaissance. It was the o verthrow o f that 
conception, developed by the Renaissance, t hat education con- 
si sts of a mastery of books and of forms. But the naturalistic 
movement in thought was far more general than the educational 
aspect of it. And the educational aspect can only be understood 
through a comprehension of broader intellectual and social 
conditions. 

During the latter part of the seventeenth and most of the WM»r 
eighteenth century a lifeless formalism prevailed in religion and JJ^j^ 
morals. Against this there had spnmg up in England, Puritan- of the d 
ism; in Germany, Pietism; in France, Jansenism. But even ^ ** 
these movements, because they asserted ideals too high for 
realization, had themselves degenerated into formalism, A tone 
of cant was introduced into literature and social intercourse ; and 
underneath this, frivolity and licentiousness soon developed. In tnd e*; 
France the established Church retained all its former power and Sj^'J 
exerted a most oppressive influence over thought and action. cUUityt 
The reigning monarchs made amends for their licentiousness by ^'"*' 
persecution and inquisitorial torturing of those who dared 
question the authority of the Church, and the aristocracy pur- 
chased a similf r indulgence by a most intense loyalty to formal 
orthodoxy. "Ceremonial display and outward magnificence 
merely veiled moral meanness and inward depravity ; punctilious 
att^tion to the rites of the Church, and a blind or feigned ortho- 
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doxy, only favored the spread of hypocrisy and of a secret and 
cynical skepticism."' During the seventeenth century France 
had been the first nation of the world, and during the sevm- 
teenth and early eighteenth centuries had passed through a 
period comparable to the Periclean or Augustan ages of ancient 
civilizations. But the brilliancy of Paris had been purchased 
at the expense of the provinces. The power of the king had been 
boi^ht with the slavery of his people; his success in war with the 
impoverishment of the country; the extravagance of aristocratic 
society with the sordid lives of the common people. The 
supremacy of the orthodox Church had been brought about by 
the suppression of all right of individual judgment. The support 
of the nobility for the Church and state had been seeing by 
unjust privileges and corrupt lives. 

There prevailed an absolutism in politics, in religion, in 
thought and in action, that could persist only so long as no one 
arose to lead a revolt. Duringt he eighteenth centur y leadeis 
were found. The first rev olt w as that nftti^_ijt-..n..ft againq 
represaiQiii_^d is usual lyca lled the lUutmmtjsr' "<" t^'' ^rj^^t- 
enment. The secOT3"was the revo lt of t"he m asseaioLthe rights d 

■' the common man, and constitutes the Naturalislic^Mcvmat. 
On the thought side these two movements had much in conmco 

. and are often included together. Yet in certain fundamentals, 
such as formalism and aristocracy, there was a radical dim- 
gence between them. They will be briefly noticed as distinct 
from each other. 

THE ILLUMIirATION OK ENLIGHTENMENT, thou^ 1 
most notable step in the development of human fre^ao 
was in its outcome but a new type of formalism. This e^ 
eenth-century formal ism was ma terialistic as the forma' W 
been pietistic; skeptical and rationalistic as \he f onner U 
been rehgious and ceremonial; aristocratic as that had bta 
democratic. According to the prevailing sta'Ddards at tk 
eighteenth century, morality consisted in the ! observsnct i 
' Flint, History of Iht Pkilosopky oj History in FraAKe, p. jjli. 

I 
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form and the preservation of proper outward appearance. 
Consequently, as is evidenced by the literature of the times, 
it permitted the grossest immorality. Rejecting the practices Ratiom 
of Puritanism and Pietism as hypocrisy and revealed religion ^^* 
as superstition, it became openly atheistic or skeptical. Hume 
and Gibbon in England and Voltaire and the encyclopedists 
in France interpreted life from that position. In its origin 
the Enli ghtaiment was a r^artinn a^fy^inst thopingfinpr formal- 
ism in thought and in belief, and against the absoltittsm of 
the ChurcE It rebelled against hierarchy and despotism in 
Church, state and society; against superstition and ignor- 
ance in thought; against hypocrisy in morals. As often, the Evil as ^ 
price of freedom was anarchism in social order, atheism and **®^ 
skepticism in thought, and license in morals. Establishing thisinte 
as its fimdamental principle a complete reliance upon human *^'«« 
understanding and reason, the early movement opposed all 
ancient abuses, and along with these all forms of t)rranny, 
whether in thought, in government or in morals. Finally, it 
attacked the very foundations of all the institutions, especially 
of state and Church, through which such authority was ex- 
ercised. Thus it tended to eliminate for the time being much 
that was woven into the very texture of a stable society and 
is ever essential to it. Through human reason alone was 
any true estimate of life now to be formulated and human 
happiness attained. 

I The aim of the Enlightenment was to liberate the mind The aim 
/from the dominance of supernatural terrorism; to establish c^nient' 
the moral personality of the individual, independent of ecclesi- 
astical and social forms; to demonstrate the intellectual free- 
dom and sufficiency of man; to destroy the terrorisms over 
the feelings, the absolutism over thought, the t)rranny over itsdiara 
action, exercised especially by the Church, and, as supplement- jno^*** 
ing the Church, the monarchy. The Enlightenment asserted 
a supreme faith in the reason of the individual, in justice in 
the state, in toleration in religious beliefs, in liberty in political 
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action, and in the rights of man. The entire period was con- 
trolled by a profound belief in the prerogative of the individual, 
ntiai his right to individual judgment, and to the determination 
inofAe ^^ every question iminfluenced by the beliefs and superstitions 
teenth of the Church and the traditions of societ}^JFre^om of 
'^ thought,_liberty of conscience, sufficiency of reason for 



co nduct of lifCf w ere thusthe watchwo rds smd the key s of 
in terpretation of t his eighteen th-century movement^X^ 
Eniight- However, there was another side to the i^nligntenment: 
oCT^c* Voltaire and his co-workers of the early half of the centuiy 
were no less aristocrats than those aristocrats of privilege 
whom they opposed. They held that the lower classes were 
not amenable to reason, that they were incapable of being 
educated, that they were but little above the savages, and 
consequently that for them religion had a legitimate function, 
fcrcnt The thoughjtmoyement of the early part of the century 

iriiAte^ was aristocratic, becau ^fi i<^ w^c^ rationalistic. It aimed to 
le masses secure the culture of the few, the overthrow of narrow tradi- 
tion and dogmatism in the lives of those who controlled society, 
and the control of reason among the educated class. It would 
substitute a new aristocracy of intelligence and wealth for 
the old aristocracy of family, of position and of the Church. 
It possessed a cleverness, a wit, a brilliancy, that contrasted 
favorably with the narrowness and dullness of the old. But 
it was for the chosen few, and had no regard for the masses, 
sunk in degradation and overwhelmed by wrongs and tyranny. 
While the illuminati opposed tyranny and oppression in human 
thought, they yet aspired to profit by participation in the 
social and political privileges of the few. There wrs a self- 
ishness and inconsistency about it all, that but made more 
glaring the injustice to the many who must support the privi- 
leges of the few. 
artifi. Hence this early intellectual movement inevitably degener- 
Slnits *^^^ ^^^ selfish indifference,— intQ^^skepticism and into the 
ts stilted formalism cf « polished but artificial sodgty* All 
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this was rational enough, to be sure, but through its artifi- 
ciality it had lost all approach to a natural mode of living, 
and through its cosmopolitanism, all national and local feeling. 
The propaganda of the Enlightenment had been confined 
to rib one country. Literaturejn_the_ve_maci^ar_.first— eame 
to be cosmopolitan throug h Locke, Pope and the novelists 
of EnglaflrfTTKfough Voltaire ana the encyclopWlislB of France 
'md the philoroglreglHZCemaBy, — IherK amed cl assjaffect- 
ing superiority by virtue of their stilted wisdom, n ow shunned 
aim plicity as a m ark of vulgarity, and naturalness as a mark 
of irr ationality . ^Tbe formalism of 'morality into which the 
Pietistic and Puritanic morality degenerated is well illustrated 
in the English novels of the eighteenth century, such as those 
of Richardson. The formalism of the Enlightenment is equally 
well illustrated in the conception of morality, of politeness 
and of sympathy revealed in Lord Chesterfield's Letters. The 
later eighteenth century, weary of the formalism of both move- 
ments, became, under the leadership of Rousseau, directed 
to a new purpose. 

THE NATURALISTIC PHASE OF THE EIGHTEEHTH- 
CENTDRY MOVEMENT. — Until the middle of the centmy, 
philosophy and " reason " concentrated most of their attacks 
upon the Church. After the middle of the century, criticism 
was directed toward the evils of the social and political organi- 
zation of life. The earlier aim was to destroy the existing abuses; 
the latter rather toward building up an ideal society. 

But there were other more fundamental distinctions between 
the two movements. The "rule of reason" had come to be for 
many no less a t}Tanny than the rule of authority. As opposed 
to the earlier rationalistic belief, the view was now urged that the 
senses were not always to_be depended upon, a nd that reaso n was 
not alwayTrnJaTlible. On the other hand, the e(gotiQii5,_as,.^e 
expresiilons of uui "nature and as opposed to the selfish calcula- 
tions of reason, were rather to be followed as the guide to rjg ^ 
conduct. The movement of the latter half of the century looked 
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toward the improvement of the masses of the peopk, as the 
former had resulted in the formation of an intellectual aris- 
tocracy. 

Voltaire was the leader in the first movement, because of his 
briUiant intellectual power and his far-reaching rationalism; 
Rousseau was the leader in the second, because of his deep 
/emotionalism and his profound sjTnpathy for the people. " If 
it is an explanation of the popularity of Voltaire that he said what 
most were thinking, then we may say that Rousseau was popular 
because he gave the most perfect expression to what others were 
feeling." \ The early movement had led to freedom of the in- 
tellect, but yet had tolerated for selfish reasons the formalism 
and arbitrary authority of social institutions, 
itaeau Led partly by personal feeling and partly by sympathy for the 

It leader common lot, Rousseau revolted most violently against the glaring 
emocracy sQcial inequahties of his age. He propounded in place of the old 
law of reason the new gospel of faith in nature, in the common man, 
and in man's ability to work out his own good in life. Contrasted 
with the majesty of the monarchy, the gayety and luxuriousness 
of the lives of the nobility, the brilliancy of society. La Bruyfere 
drew a picture of " certain wild animals, male and female, 
scattered over the fields, black, livid, all burnt by the sun, boimd 
to the earth that they dig and work with unconquerable perti- 
nacity; they have a sort of articulate voice, and when they rise 
on their feet, they show a human face, and, in fact, are men." 
Quoting this, Morley adds: "There is no reason to think that 
Voltaire ever saw this gaunt and tremendous spectacle. Rous- 
seau was its first voice. Since him the reorganization of the 
relations of men has never faded from the sight either of states- 
men or philosophers with visions keen enough to admit to their 
eyes even what they dreaded and execrated in their hearts. 
Voltaire's task was different and preparatory. It was to make 
popular the genius and authority of reason." ' 

^ WiUert in AdorCi Cambridge History, Vol. VIII, p. 28. 
' VoUaire, pp. 27-28. 
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The task of the second half-century, under the leadership of Contr«a 
Rousseau, was to de vebp a new faith in man, to work out a new ^"^ 
ideal i n life, to infuse a new spirit into society , njld tp regilahliih oHhodM 
a basisforrel igion in man's nature . When we take the old ,e,<j^ 
period of reli^ous orthodoxy and the new naturaUsm, each at its ii«tur«Hi 
best, we find a profound difference between them. " Faith in 
a divine power, devout obedience to its supposed will, hope of 
ecstatic, unspeakable reward, these were the springs of the old 
movement. Undivided lo\'e of our felbws, steadfast faith in 
human nature, steadfast search after justice, firm aspiration 
toward improvement, and generous contentment in the hofw 
that others may reap whatever reward may be, these are the 
springs of the new." ' 

A further dilference between the rationalistic and the natural- Control 
istic movements, as personified by Voltaire and Rousseau, is EiSSite 
seen in the attitude of these two men toward religion. Vpltaire mentun 
held that a.11 religion \va s an illusion to the belicver and a dec ep- Si the it 
tion by the priesthood^ The naturalists rejected both the skep- tude tow 
ticBm ol tlie illuminati and the old ecclesiasticism which they 
considered to be the superstition of orthodoxy. They formulated 
a " natural religion," which included the morality of Christianity 
but excluded more or less completely the supernatural element. 
The criticism of this natural religion does not concern us here, 
any more than does a criticism of the position of the skeptics. 
But it is important to note that the naturalists believed in religion "N»iun 
as an essential part of human society because it was an essential "'*"' 
part of human experience. The attitude of the Revolutionary 
Convention is a just commentary on the difference between the 
two movements in this respect. The Convention affirmed the 
belief of the French nation in a Supreme Being and in the 
immortality of the soul, and accepted the confession of the Savoy- 
ard Vicar (from the Emile, Bk. IV) as the established faith. 
Skepticism and atheism were pronounced to be aristocratic and 
not to be endured. 

' Morlcy, Rmuteau, Vol. I. lotrod. 
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The general conception of civilization held by Voltaire and 
his associ ates eliminated religi on; penxuttedjhe 
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ri ghts; had no sympathy with the masses ; erected a pohshed, 
intelle ctual soc iety, preserving its identity by a cold formalism 
and its morality by a punctiUous observance of stiff rules; 
accepted reason as a guide in thought, materialism as a stand- 
ard in morality, and self-interest as the principle of action. In 
this conception of society is to be found the animus of Rous- 
seau's contention that civilization is a curse. 

raisof JEAN JACQUES ROUSSEAU. — In Rousseau's character 
there was an extraordinary combination, of strength and weak- 
ness, of truth and falsity, of that which is attractive with that 
which is repulsive. Consequently to estimate aright the ideas 
and purposes of the man, to understand the movement in thought 
and in institutional organization which owes much of its in- 
tensity to Rousseau's teachings, one must lay aside all prejudices 
in considering the man himself and the form in which he ex- 
pressed his ideas. This is especially necessary if one is to gain 
any conception of the bearing of his teachings on the develop- 
ment of educational thought. Rousseau possessed an un- 

raits of usual power of embodying great ideas in words, but a very sUght 
ability to realize them in action. Clear insight, great sympathy, 
little accurate knowledge, and less disciplined power of the mind 

ttfluence constituted his mental equipment. He gave an impetus to 
ideas less effectively expressed by many others, that has made 
him one of the most powerful factors in all history. Napoleon 
said that without him the French Revolution would noi have 
occurred. He was the first to preach effectively the gospel o^ the 
common man and gave to him an education as a right of birch. 
He caused a more complete revolution in educational thought 
and practice than any man or group of men that we have had 
to consider. 

Rousseau was bom (17 12) at Geneva, which at that time was 
renowned for its intellectual and moral vigor. In this city, the .y 
home of Calvinism, there prevailed an earnestness of mor4 
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life, purity of domestic relations, simplicity of social order, and influence 
freedom in government, that were in sharp ctmtrast with the ^^^^ 
luxury, artiBciality and immorality of life at Paris, where Rous- Rqummu 
seau later made his residence. His training in early years was "^ 
one of indulgence. When very young, he was taught to read, 
and devoted his early years to the unrestricted devouring of Hiteutjr 
romances. This experience fixed in him a native tendency to *™"'°» 
sentimentality and even to sensuality. A few years of more 
formal education, very indifferently attended to, failed to make Hiiduo 
any radical change in his character thus early formed. At 
twelve we find him apprenticed to a trade, wher6, according to 
his own account, he learned more of deceit, idleness and dis- 
honesty than he did of craftsmanship. Four years later, still 
consulting only the whims of sentiment, he became a common 
vagabond. This life, continued for several years, had the merit Hi* Ue 
of strengthening both his love for, and his knowledge of, nature. 
The emotions and senses yet remained the chief channels of 
influence. A full meal, a bottle of wine and the hospitality of 
a priest, whom he later immortalized as the Savoyard Vicar, 
led to a "conversion" in religion. This chance incident shaped 
the life of Rousseau for years. 

Our only interest in following even thus far the details of the Hisdocb 
life of Rousseau is to indicate that his i deals of education grew ^^^^ 
ou t of his own life. In his life and in his theories, tbeejuotions =>« 
rather than the reason domin ate ; natu ral instincts'aSd desires 
are su^SiTE; uut 01 the expenence of his life, he later teaches ■ 
that moral and 'religious ideas cannot develop in early child- 
hood, that more is to be derived from association with natufe 
than from communion with books or from the intelligence of 
others, that proper development can come wily by removing all 
restrictions and allowing natural tendencies to have full sway. 

When about forty hb aimless, meaningless existence became Sod*l »■ 
possessed of a great idea which gave point to his sentimental ^?J"^ 
vaporings and to his emotional prejudices and beliefs. This idea puipowt 
through him was to revolutionize the social structure of his '^'^ 
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adopted country as well as to modify profoundly that of many 
others, and when applied to education was to create a new epoch 
therein as well. In brief, the idea was simple and now com- 
monplace enough. It was that h uman happiness an d human 
welfare ar e the natura l ri ghts of every individua l, not the special 
possessionTof a favored class : and that legitimate sociaTorg aiu; 
zation and education existout to bring about the realization 
of this desideratum. To this he added as a main argument, 
— the fuse which was to explode the bomb, — that science, art, 
government, education as then constituted prevented this reali- 
zation and hence were objects for destruction, 
s question DOCTRINE OF THE "NATURAL STATE." — In 1749, 
^^ te? coming by chance across the theme for a prize essay propounded 
doctrine, by the Dijon Academy, Rousseau was seized with what he 
terms an inspiration. The theme was formulated in the 
question: " Has the restoration of the sciences contributed 
to purify or corrupt manners?" Rousseau's answer was 
the negative one elaborated in the doctrine of the ** natural 
state." This idea was much discussed during this period 
and by some even given the same form as that now propounded 
by Rousseau. But, unlike others, Rousseau furnished in 
defense of this thesis an emotional fervor and a literary style 
that carried con\dction. To him belongs the honor of secur- 
ing its popular acceptance. Rousseau did but -little more 
than idealize his remembrance of the simple Genevan life 
and society, together with that of his own aimless, emotional 
life. As we recognize the primitive man to be, so certainly 
by his own showing was Rousseau in his worst moments, 
rits and " l)™g> faithless, slanderous, thievish, indecent, cruel, cow- 
leritsof ardly, selfish." But this life had its positive side also; it was 
dtive entirely spontaneous; it was simple, happy, contente(i, earnest, 
8 honest — in the sense of true to life. Compared with the 

life which Rousseau contrasted it with, — the formal, super- 
ficial, selfish, and to him inhuman life of Parisian society, — 
the life according to nature had much to commend it. Much 
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of the unattractiveness of the life of nature was due to the lufomu 
lack of that sophisticattoo so characteristic of the social life |__ 
of the times and was more than counterbalanced by its gen- of n 
uineness. Its strength lay in its recognition of the worth of ^.^dci 
the individual on his own merits, in the bond of sympathy 
which it recognized as the universal solvent, in its passion 
for freedom and for independence from the trammels of usage, 
tradition and tyranny. 

Rousseau had now spent several years in contact, though Rounesii 
not in sympathy, with the society of culture, wealth and posi- JJ^^Tt^ 
tion. On the other hand, be had mingled with that circle abieud 
of powerful intellects, centered around Voltaire, which con- ^^^ 
trolled the new thought and influenced most of the political 
and social hierarchies of Europe. With neither of these so- 
cieties had he any sympathy. The one principle which he 
honestly lived up to throughout his life was the democratic 
one, — his feeling for the common raan, his belief in the worth 
of the individual. It was this hollow and insincere, though 
brilliant, wealthy and " cultured " society that was before 
him when he produced his essays and those works of the fol- 
lowing thirteen years, ending with the Emile, which were 
to render him famous and to revolutionize society. 

Rousseau's second essay On the Origin 0} Inequality among The Steo 
Men, is devoted largely to an imaginary description of the ^**' 
state of society among primitive men. The idea of this dis- 
course leads to that of Rousseau's chief political treatise, 
the Social Contract. In this the basal doctrines of the French Politic*! i 
Revolution as well as of our own Declaration of Independence S!!t,^i^ 
are set forth. Government is the result of a "contract" thenwun 
among the people, by which some are given delegated power 
1 to rule, while the remainder of the people give to the govem- 
1 ing class some service in return for services performed, Govem- 
' ment, thus formed by agreement, can be dissolved when the 
parties no longer agree. It is to be noted that the conception 
of the " natural state " is modified in the Social Contract. 
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nto It is no longer the life of the savage that is ideal, but vhe^ 
^rf. in societ y organized under the rule of the peop le. In this 
▼o- state"TEe simple tastes and wants of the masses dominate, 
and an aristocracy with its ill-gained wealth, leisure time 
and selfish indulgence is wanting. Such a society can devote 
itself to the development of an ideal life, wherein the " naturaJ 
man " is not hampered, freedom is not lost, and the arts and 
sciences of polite society are undeveloped. 

Just as the great doc trines of liberation of the common 
man find their origin in the teacHingS~of~K6usseau, so also 
do the great - educational doctrines of the liberation of the 
child. As the Social Contract cbistains^ the germTof the Ameri- 
can Constitution, so the EmUe contains the germinal ideas 
of the kindergarten, of modem elementary school work and 
of the entire modem conception of education, 
f the THE '' feMILE " AND EDUCATION ACCORDING TO NA- 
TURE. — In this long tale, part novel, part didactic exposition, 
Rousseau describes the education of the youth appropriate to his 
ideal. society. The child is laEeiTfrom his parents^antf the 
schools, isolated from society, and put into the hands of an 
ideal tutor, whOxbrings him up in contact with nature's beauties 
and nature's wonders. In this treatise, " '^virgjjpn^according 
<io^ nature*' receives its fullest exposition, 
the X^reefold Meaning^ oi Nature in the " Emile." — In the open- 
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ing sentence of the work the fundamental principle is stated: 

** Everything is good as it comes from the hand of the author of 

nature; but everything degenerates in the hands of man." 

While Rousseau is not consistent in his use of the term nature, 

and employs it, as is frequently done by others, in a very vague 

way, yet one of three definite meanings can usually be assigned 

to it. 

ine of The first and fundamental me aning of ** natu re/Mn thc^wtfe, 

^^" as in Rousseau's other writings, is the socialj )ne. In the Soctd 

cance Contract he shows how a state of high culture can be based upon 

a tmer political principle, and thus a nobler type of social life 
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than that of the eighteenth century may be evolved. In the 
■ EmUe he describes an education baaed, not on the forma of 
society, on the meaningless traditions of the school, and on an 
entire ignorance of childhood, but on a knowledge of the true 
I nature of man. As in the Social Contract he taught that the 
only rights of man were those found in the laws of his own natiu%; 
so, according to the Emile, education is to be guided by these 
same laws. The " natural man " is not the savage man, but 
man governed and directed by the laws of his ovra nature. Such 
laws are discoverable, as are the laws of any other portion 
of nature, through investigation. This being the primary 
meaning of education according to nature, an opposition to 
society follows as a corollary. " We must choose between 
making a man and a citizen, for we cannot make both at once." 
But it must be understood that in making this statement Rous- 
seau had primarily in mind the civilization of the eighteenth 
century. 

A second meaning given to " nature " is that the instinctive "N«u« 
jud^ent, primitive emotions, natural instincts, " first impres- ^^^ 
sions," are more trustworthy as a basis for action than are tiguifiai 
r efle ction, or the experience that comes from association with 
others. " Before this alteration (by habits of thought and judg- 
ment acquired from others), this disposition is what I call our 
nature." Hence Rousseau is constantly attacking the formation 
of " habits " in education. " The only habit which the child 
should be allowed to form is to contract no habit whatever," 
he says. Habit, in the sense of primary disposition unaltered 
by enlightenment or by suf^estion from others, is to be followed. 
Habit, in its usual significance, as that fixed method of action 
which is acquired by direct imitation, or by suggestion from 
vthers, is to be shunned. 

J)he third sense in which " nature" is used, is to indicate in- 
animate and subhuman nature. The mal-education which comes 
from man is to be counteracted by contact, fearless and inti- 
mate, with animals, with plants, and with physical phenomena 
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and forces of all kinds. Rousseau was a " lover of nature,*' 
and through his teachings began a movement of finer and fullei 
appreciation of nature, which found its expression in a wide 
school of literature both on the continent and in England 
Rousseau's conception, however, based upon a wholly misan- 
thropic view of the life of man in society, was not quite so genial 
It led to complete isolation from society and to the preference 
for the life of the recluse. Both morally and physically he held 
that " Cities are the graves of the human species." 

Negative Education. — The prevailing conception of human 
nature, and especially of child nature, reinforced by both educa- 
tional and religious teachings, was diametrically opposed to that 
of Rousseau. Human nature_wasjco nsidered essentially bad 
The purpose of religious training as well as of education in gen- 
eral was to eradicate the original nature and to replace it by 
one shaped under man's direction. Rousseau opposed this 
idea with the following principle: "The first education, then, 
should be purely negative. It consists, not in teaching the 
principles of virtue or truth, but in gua rdin g the h e art a^ inst 
vi ce and the mind against erro r." Wit^ him the entire educa- 
tion of the child was to come from the free development of his 
own nature, his own powers, his own natural inclinations. His 
will was not to be thwarted. 

By this negative education, expounded in most startling 
paradoxes, Rousseau did not maintain that there should be no 
education at all; but that there should be one very diflFerent 
in kind from the accepted educational practices. In one of his 
letters in defense of the EmUe against the many attacks made 
upon it, the author wrote : " I call a positive education one that 
tends to form the mind prematurely, and to instruct the child in 
the duties that belong to a man. I call a negative education 
one that tends to perfect the organs that are the instruments of 
knowledge before giving this knowledge directly; and that 
endeavors to prepare the way for reason by the proper exercise 
of the senses. A negative education does not mean a time ol 
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idleness; far from it. It does not give virtue, it protects from CHtftalw 
vice; it does not inculcate truth, it protects from error. It 5!^^i 
disposes the child to take the path that will lead him to truth, ofiuiemf 
when he has reached the age to understand it; and to goodness, ' 
when he has acquired the faculty of recognizing and loving it." 
It is owing to this negative and critical form in which his 
ideas are stated, that Rousseau is so difficult to interpret, and that 
his educational ideas are held to be of little importance and in- 
Quence. He can be tmderstood only in the light of the times 
in which he wrote. 

Education from One to Five. — The substance of his teach- AToidoi 
ings concerning this first period is a condemnation of the ] 
customary restrictions of swaddling clothes, of restraints on ■ 
freedom, and of indoor life; (rfJh£_lhwarlijig.Qfjialui3l.in£lina- 
tions and desir es, and of punishm griLior .acts before the rhild 
can have any conception of wro ng of of w hy piin'"^""*"* ''° 
given. It includes extravagant praise of life in the country, of 
freedom, oT sports and games, and of exercise. "The weaker Commeod 
the body, the more it commands; the stronger it is, the better it j^^3on 
obeys. All the sensual passions find lodgment in effeminate 
^ibodies." "All wickedness comes from weakness. A child is 

bad only because he is weak; make him strong and he will be uba*i«of 
/ good. He who can do everything does nothing bad." Little \ 
' attention is to be paid to his intellectual and moral development. 
Effort should be made, even, to restrict his vocabulary. " It 
is a great disadvantage for him to have more words than ideas, 
^nd to know how to say more things than he can think." 

Education from Five to Twelve. — This, "the most Monimu 
critical period of human life," is to be controlled by the ^^^^ 
two principles that education should be negative and that conte- 
moral training should be by natural consequences. In- ^'*"*" 
stead of attempting, as is orduiarily done, to give the child 
all sorts of ideas, nothing at all should be done toward 
molding or forcing his mind. Childhood is for its own sake. 
" Nature desires that children should be children before tbey 
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are men." The child need not be taught to read, though prob- 
ably he will pick this up on his own accord. He will hardlj 
know what a book is. '' Exercise the body, the organs, the 
lectual senses and powers, but keep the soul lying fallow as long as you 
'^g can,'* is his advice. While the child knows nothing of books 
ai and of that which passes for knowledge, " on the other hand he 

^^ judges, foresees, reasons on everything which is directly re- 
lated to him; " for this education is to be largely a training of 
the senses, such as can be gained by intimate contact with the 
forces and phenomena of nature. He measures, weighs, counts, 
compares, draws conclusions, tests inferences, discovers prin- 
ciples, 
ttoence, Education from Twelve to Fifteen. — This is the one period 
^^^ in life in which the strength of the individual is greater than 
BSgn.: his needs. As intellectual training has for its general re- 
r^^pow- g^j^ ^j^^ multiplication of wants without any corresponding 
«rthan development of power adequate to meet those needs, this is 
^ the one period in life in which greatest stress can be laid 

upon the acquisition of knowledge. But, after all, there are 
comparatively few things to beTmown that are of value, 
jsity or Curiosity — that a rdor for knowledge which comes from nat- 
Scmdde ^^^ desires and not from the desire to be considered wise — 
is t he sole motj ye and the sole guide. The test of idl is its 
practical useT^^T^et us then reject from our prunSry^^Stud- 
ies those branches of knowledge for which man has not a 
natural taste, and let us limit ourselves to those which in- 
stinct leads us to pursue," is Rousseau's statement of a principle 
far more widely accepted in this day than in his own. There 
Lknowi- is little of " book knowledge " even in this period. Robinson 
>^nt Crusoe, a study of " life according to nature," is the chief 
book recommended. Knowledge is to be clearly distinguished 
from truth and the useful from both. 

Among other things, Emile has learned a trade, " less for 
the sake of knowing the trade than for overcoming the preju- 
dices which despise it." In his long discussions of the 
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ImportaDce of the manual and industrial activities in educa- Muua 
tion, Rousseau emphasizes many of the social advantages, ^rtiavt, 
without comprehending at all the psychological advantages p^ol 
that are so emphasized at present. At the end of this period 
" Emile is industrious, temperate, patirait, firm, and full of 
courage. ... He has little knowledge, but what he has is 
really his own; he knows nothing by halves. ... Do you 
think that a child who has thus reached his fifteenth year 
has lost the years preceding?" 

Education from Fifteen to Twenty. — Hitherto Emile's Period 
body, senses and brain have been formed; it is now time ^^on' 
that his heart should be shaped. Hitherto the child has 
been educated solely for himself and by himself; self-love 
has been the controlling motive; self-perfection, self-develop- 
ment, the ultimate end. Now the youth is to be educated for 
life with others and is to be educated in social relationships. 
Love for others becomes the co ntrolling motive; emo tional 
Hfwlnptrifint iinH tt^r al perfection, the goal. 

Rousseau first called attention to the transcendent impor- Educw 
tancc of the period of adolescence in education. " At this ™^, 
stage the ordinary course of education ends; but strictly speak- ie«cent 
ing here one's should begin." Up to this time Emile has 
not been brought, save indirectly, into contact with others; 
he has not had to adapt himself to the conduct and interests 
of others; he has known no motives save those of self-interest 
and curiosity. He has probably never even heard the name 
of God. Now his education is to be strictly moral and religious. 
Previous attachments for personTtrave-bee n memly TEe resulr 
of habitual association ; now they are based on unity in sym- 
pathy and upon emotional experience. The whole character 
of his education changes. "The study proper for man is 
that of his relations. While he knows only his physical ex- 
istence, he should solely study his relations to things; this is 
the employment of his childhood. When he begins to fee! 
his moral existence, he ought then to inquire after his relations 
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to mankind; for this is the proper occupation of his whole 
life, beginning from the period which we have now reached." 
I of Self-love, in which are latent^ b oth good and evil^_ isjpw to 

jjjjjj be turned irrevocably toward the good. The basis of all this 
ation to is the emotional life. " From the first movements of the 
\^^^ heart, arise the first utterances of the conscience; and, from 
il nature the first feelings of love and hate, spring the first notions of 
good and evil." This training was to be secured in the earlier 
period by the preservation of his native modesty through 
the negative training. So now, not through precept, but 
through contact with men, through the example of his tutor, 
through the study of history, is this development to be secured. 
" I do not grow weary of repeating that all the lessons of young 
men should be given in action rather than in words. Let 
them learn nothing in books that can be taught them by ex- 
perience." And yet Rousseau was far from preaching the 
dangerous doctrine that one should leam to avoid evil through 
aecessity kxpevience of its consequences. " There is no ethical knowl- 
i^c //^8^ which cannot be acquired through the experience of 
to kno4/ others or through one's own. In case the experience is dan- 
c«° II gerous, mstead of making it ourselves, we draw the lesson 
\\ from history. When the trial is without consequences, it is 
well for the young man to remain exposed to it." Thus, 
Emile is taught not only to shim evil, but to do good. Es- 
pecially the poor and the oppressed call for his sympathy 
and his assistance. While he is firm in the assertion of his 
own rights, and is quick to the defense and protection of others, 
he is an exponent of the virtues of peace. "The spirit of 
peace is the effect of his education." 
ioua In a similar way Emile receives his religious education. " At 

the age of fifteen, he did not know that he had a soul, and 
perhaps at eighteen it is not yet time for him to be informed 
jioua \ of it ; for if he learns it too soon, he runs the risk of never know- 
'wo^. ^S i^-" This last clause contains the underlying principle of 
his teaching concerning religious education. Otherwise, the 
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religious ideas which the child gets are mere forms, verbal 
imitations, worthless so far as real experience is concerned. 

SOME PERMAFEHT RESULTS OF ROUSSEAU'S IN- The mm. 
FLUEHCE. The Education of Natural Interests vs. the Educa- ^-ttd, 
tion of Artificial Effort. — The fundamental theories of Rous- 
seau can be given briefly. Ed ucation is a natural, not an art i- 
ficial, -proc ess. It i s a ^evelopment from within, not an acc retion / 
from without. It comes through the workings of natural in-T 
stinctrand iiiterests, and not through response to external force. J 
It is an expansion of natural powers, not an acquisiticoi of in- 
formation. It is life itself, not a preparation for a future state 
remote in interests and characteristics from the life of childhood. 

The old cOTce ption of education aim ed to remake the nature Omtnit 
of th e cHiId by forcing upon him the tradij iMial_or customary l!^j!^*^' 
way of thin kin p.^ ^ doing, and even of emotional reactio n. Tt educ»iioo 
substituted for the instinctive or " natural " reaction of the child U^f*^ . 

dominant 

those artificial reactions developed through many generations "fonn»i" 
of religious, intellectual and social formalism. Human affec- ^,„^^ 
tions were evil, and hence the heart was to be separated from tioa 
the objects of natural desire. Human senses were untrust- ■ 
worthy, and hence could not be made the basis of knowledge ., 
or of instruction. Human inclinations and instincts, springing 
from a nature depraved in its essence, were toward the evil and 
were to be eradicated. Natural interests, as expressions of the 
nature which both education and religion sought to repress and 
make over, were to be shunned in all educational processes. 
To the extent that an activity or task was difficult to perform Rdi^ui 
intellectually and was distasteful emotionally, to this extent it ^tininct 
possessed educational value. The fi rst step in t hf mitral Mn- chOdiiatu 
cation was to--^Uaeak _the will of the ch ild," which in its per- ^^'^^ 
verse ness but represente d the evil of "human nat ure. This ^nAWS 
was to be followed in his social and mora! education by the con- 
stant effort to mold the child into the artificial fonns of conduct 
satisfactory to the judgment of the adult, even though such forms 
might conceal motives contradictory to the external expression. 
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As seen in the preceding chapter, the dominant psycholopcal 
views implied the same attitude. The mind as a bundle rf 
faculties was to be developed by exercising these various powers 
upon appropriate tasks whose value consisted in the difficulties 
they offered. These faculties were considered to have no 
necessary connection with 
one -another, hence these 
disciplines were separate 
and distinct things. The 
highest_of^ the fac ulties 
- — the reasoning power— 
wa s to be dev eloped by 
approjmate_d^ciplifie iu 
mathgmaticsjjpgical dis- 
putations and _lhe lan- 
guages^ ^ut the. iaculty 
-upcinjffibich_aJI Jhe .others 
dependedj^ was_the-meni- 
ory. Discipline of the 
memoiy, then, took pre- 
cedence above ali other 
exercises. The best train- 
ing for the memory was 
afforded by the mastery 
of material which had 
no inherent interest for the child. 

The social ideals of the time favored this same view. The 
child was considered but a miniature adult — of no value and of 
no rights until he could mimic the way of the adult. In this 
most artificial of all ages, in dress, in manners, in deportment, in 
pleasures, the child was molded on the pattern of his seniors. 
Previous to the Rousseau period, the child as he appeared in 
literature was merely the adult viewed through the wrong end of 
the telescope. He spoke as an adult, thought as an adult, acted 
as an adult. Educationally he studied the same subjects as the 
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adult, — preeminently the languages; approached them from the 
same logical point of view, through formal grammar; mastered 
them through sheer e£Fort of memory ; made the same formal use 
of them, in the same artificially organized life. 

All the subsidiary precepts of Rousseau were but concrete Room 
applications of his one general protest against this entire con- ^^|^ 
ception of education. "Take the reverse of the accepted prac- oppod 
tice, and you will almost always do right," he advised. Hence ^^^^ 
he reiterated in a variety of forms the thought that, " Whatever 
may happen, abandon everything rather than have the child's The « 
tasks become irksome; fo.r how much he learn s is of no account, ^^ 
but onl y that he does no thing against his will." ThUS M Rbus- 
seaulTfound the negation ot the conception of education of the Ncgad 
Renaissance and of all of its subsequent development. 1^^' 

The Conception of Education as a Process — as the process of edu 
of living — follows as a corollary from the preceding." being " 
•a p r o c e ss, "it-lasts throughout life, or at least from birth to adult Edm* 
life, and finds its meaning for any particular stage, not in a ^^ 
future state, but in the process itself. devei^ 

"What must we think," he asks, "of that barbarous education, which 
sacrifices the present to the uncertain future, which loads a child with 
chains of every sort, and begins by making him mberable in order to 
prepare for him, long in advance, some pretended happiness which it u 
probable he will never enjoy?" 

Education is no longer a procedure, — artificial, harsh, 
unsympathetic, repressive of all natural inclinations, — by 
wluch tne child as a little man is made into a big man through 
the hands of the teacher. But, through allowing natural forces 
to have their way, it is the process of development into an en- 
joyable, rational, harmoniously balanced, useful, and hence 
natural life. The end is reached, not with adult life, but with 
each succeeding day, whenever life has its natural activities, its 
appropriate duties and its corresponding satisfactions. 

A Simplification of the Educational Process follows. If 
education as an artificial procedure, as a making over of the 
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»8 of child at the hands of man on the model conventionalized b]^ 
Jibe'* society, is done away with, the highly elaborated artificial 
leand methods of instruction have no further use. 



t 



ture 



"Let us transform our sensations into ideas, but let us not jump ab- 
et ruptly from sensible objects to intellectual objects; for it is through the 
^'^ first that we are to reach the second. In the first movement of the mind, 
let the senses always be the guide s; let there be no books but the world 
and no other instruction than^acts. The child who reads does not think, 
— he merely reads; he is n ot receiving instruction but learning words." 

:t study The latter criticism is as pertinent in regard to much of 
school work now as in the days of Rousseau. He would have 
geography learned in the woods and fields, by the observa- 
tion of the position of the sun and the earth, by the study of 
the stream, the rain and the changes of temperature; astron- 
omy by the study of the heavenly bodies; botany by the 
study of plants; the necessary facts and fundamental prin- 
ciples of physics and chemistry by observation and experi- 
mentation; mathematics as it is needed in these other activities 
and in economic relations; history alone through reading. 

r of all Geography, Jhlisto^J^^aJldall subjects w ere to begin at home; 

^^ only that which can be^horougHIy''comprehended should 
be attempted, and only that which is mastered should be passed 
over. " In general, never substitute the sign for the thing 
itself, save when it is impossible to show the thing; for the 
sign absorbs the attention of the child and makes him forget 
the thing represented." Most widely heralded educational 
discoveries or reforms of the present are but more practical 
attempts at realizing these principles formulated by Rousseau. 

ation The Child the Positive Factor in Education. —Tojohn 

[^ Locke belongs th e honor of writ ing^th e fiirst b oQkjan-educa- 
tion_that deals primarily with the child; but to Rousseau 
belongs the honor of deriving his educational theories 
from th e natur eof the child. It may be admitted that Rous- 
^ seau had little actual knowledge of child life and child nature 
and that his sympathy for children was pure sentimentalism, 
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which was never converted into actual practice. It is true, 
nevertheless, that here for the first time education finds its 
purpose, its process and its means wholly within the chiLi 
life and the child experience. An appropriate development 
of childhood is the purpose of each particular stage of educa- 
tion; the c hild's natur e and the child's growth are to determine 
the proce^j_jht 



>eneace is to t umish the inei 
All of the pregnant reforms of Pestalozzi, of Herbart, of Froebel, 
and o^he multitude of other reformers of lesser infiuence, 
thus find their origin in the teachmgs of Rousseau. In a 
similar way svm pathv with ch ildhood i s emphasized 1 



quaUficatio n for all educational work. Made theory by Rous- 
seHUT^fiiaSe practice by Pest&l0z2i, sympathy with the child, 
intellectually, morally, personally, has come to be recognized 
as an essential in the educative process- 

The Foundation of tht Nineteenth Centurj Educa- 
tional Development. — In Rousseau's teachings, notwith- 
standing their extravagance, is to be found the truth 
upon which all educational development of the nineteenth 
century is based. Rousseau was the prophet denoimcing 
the evil of the old ; foretelling, yet seeing vaguely and in dis- 
torted outline, the vision of the new. He became the inspira- 
tion of those educational reformers who reduced his vagaries 
to practicable procedure. He was the forerunner of many 
who, all unconscious of their indebtedness to the despised 
revolutionist, have followed in the trails he blazed until now 
they have become the broad highway of common travel. The 
three mterpretations which Rousseau gave to bis doctrine 
of nature mark out the lines of educational development diu*- 
ing the nineteenth caitury. 

^BTiatiirP in RiMiBCPnii rriMTit th^ nafi ye instincts, tendencies. 
capacities of the human bei ni^ as opposed to those a^iguired 

thi wigfi association with hl V fellows, hp >wamp thtt fnrpnmnar 

of the educational psychologists. There grew out from this, 
especially in connection with the work of Pestalozzi, Herbart, 
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and Froebel, the most important and most fruitful develop- 
ment in the whole history of education. The fundamental 
i^[ea_Gtf_Jhis_J;jendaicy in educational thought derived from 
Rousseau is that ecfucation Is a' natural process. It starts 

^l<\vc\ Tia^fiiiaU~4ni;fjnrjgjaTic1 f^T^fipnri^ rn a/-t|(^j^-afiH should 

be controlled by pojiciples derived from the study of AejJtiW 
mind in deyelqpment_^d_ot Jii£.^^H]rn^tfTnTts" f unction- 
ings. In a similar way Rousseau's teaching that tEe'educa- 
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tional m aterial should be the facts and phenomena^o f nafure, 
stron glv reenforced the scientific tend ency in modem education. 
*Tmally, in Rousseau's teaching that education should pre- 
pare the individual to live in a society wherein^ei 
contribute by his own labor to his 5wn support, should be 
bound l)y isyfiipafKy To all his felfow^i nen an d--by"15mevolence 
to all that needed his aid, he laid the foundation for the socio- 
logical tendency in education. In his individualism he clearly 
emphasizes the idea of a social education of a new t)T)e. This 
is seen in his introduction of an occupation as a component 
part of education, in his rejection of the formal education 
of the times fostered by and fostering in turn the dominant 
aristocratic classes of his day, and in his emphasis upon the 
emotional and moral as opposed to the intellectual aspect 
of education. 

EFFECT OF THE NATURALISTIC TENDENCY UPON 
SCHOOLS. — So profound an influence does not have its 
eflfect on schools immediately. The effects are seen only when 
the results of these later tendencies, especially of the psycho- 
logical, are discovered. Immediately those results were dight] 
ultimately they were so general as to defy measurement. 

In France, where the mfluence of Rousseau on thought and 
sentiment was most profound, the old regime was so thoroughly 
intrenched in the social organization that change could come 
only as a result of a violent revolution. In addition to this, the 
teachings of the Emile were looked upon as direct attacks upon 
the aristocracy and upon the Church. Hence the vested in- 
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terests and authority of both were invoked against it. Many 
of the cakieti, or books of wrongs and grievances of the early 
Revolution, contain complaints and recommendations concern- 
ing schools. In general, a demand was made for a national plan 
for education. The work of the Revolution was chiefly to lay 
the basis for the i iistitutional organization of educatio n. Much 
was projected but little was carried out. Education was to be 
tmiversal and to be free; but it was also to be largely political 
and social. Even this work, the discussion of which belongs 
more properly under the sociological tendency, was largely 
checked by the Napoleonic reaction. 

In England, where Rousseau's literary influence was very inEni^ 
great, and where his social ideas found many converts, his ''"J^ 
educational ideas received little support. A considerable litera- dueflyii 
ture on the subject of education, influenced more or less by "''"'"" 
Rousseau's ideas, now appeared, and the rather extensive 
child literature of the early nineteenth century was a direct 
outgrowth of the influence of the Emile. 

In Germany, the work of Based ow , Salzmann, rg^mpfii and fitm red 
their schools was the immediate expression of the naturalistic ^^^ 
views and represents the first positive formulation in practice of ■"•"» 
those revolutionary ideas given only a negative form by Rous- 
seau. 

Jakann Bernard Basedow (1723-1790) gave, in his early Bjuedoi 
career and in his irregular course as a student, evidence of his '"^ ** 
erratic though talented nature and of his imstable character. 
Becoming professor of philosophy in a Danish Academy (iTS3)i 
he was later transferred (1763), and, though yet salaried by the 
government, was soon compelled to give up all teaching on 
account of his unorthodox views. From 1763 he deluged 
Germany for many years with a succession of publications, and 
by his persistency succeeded in making his influence felt in 
spite of violent opposition on the part of all the traditional 
orthodox forces. For the first few years he was chiefly in- 
terested in reform in philosophical and religious teaching; most 
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of his publications were of a religious character, propagating 
Rousseau's idea of natural religion and morality. Coming undei 
the influence of the EmUe, from 1767 he directed his attention 
wholly to educational reform. In 1768 he issued An Addreu 
to the Friends 0} Humanity and to Persons in Power, on Schools, 
on Education, and its Influence on Public Happiness, which 
contained a plan for a complete system of reformed elementaiy 
education. Advertised through many preliminary publications, 




" Naturalistic" School. 



supported by subscriptions from all parts of Europe from 
royalty and commonalty alike, this Elementarwerk finally ap- 
peared in 1774. At the same time was published his Book «/ 
Method for Fathers and Mothers of Families and oj Naiionj. 
This Elementary Work, for children, which appeared in four 
volumes with one hundred plates of illustrations, was a com- 
bination of the ideas of Comenius, Bacon and Rousseau. Jt 
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was the first step since the time of Comenius to improve the 
character of the work of the school through the preparation of 
appropriate text-books and the radical revision of the subject- 
matter of school work. It aimed first of all to give a knowledge Haedn 
of things and of words quite similar to the encyclopedic plan of ^^^ [J 
the seventeenth-century reformer. This knowledge was pri- method! 
manly a knowledge of natural phenomena and forces; in the next 
place, a knowledge of morals and of mental phenomena; and, 
lastly, of social duties, of commerce, of economic affairs. The 
" natural methods " of Rousseau appeared as the second great 
feature of the book. Thus through the " method of experience " 
children were to be taught to read, both the vernacular and 
Latin, without weariness and without loss of time. In a similar 
way the truths of religion and of morality were to be imparted 
without the accompanying prejudices, narrowness and formal- 
ism of existing religious teaching. These volumes were soon in 
almost every home of the middle and upper class in Germany, 
just as were the Em'de and the New Hiloise of Rousseau in the 
preceding decade. As Basedow aimed to reform private as weU 
as public education, the effect of this propaganda was profoimd. 
Basedow and his followers, among whom Salzmann and Campe 
were the most important, soon produced a wholly new literature 
for childroi. As for the first time there was an education de- Ch''*'' 
agned wholly for children, not controlled by the needs, character '"■*™ 
and interests of adults, so also this was the first literature designed 
for children. 

Notwithstanding the many defects of Basedow's personality, 
and the fact that he was totally imable to carry out his own 
reform plans because he was so unpractical, Schlosser states 
that " he succeeded in effecting a complete change in the whole 
nature of education and instruction in Germany, which Rousseau 
was able to accomplish neither in his nativecountrynorin France." 

The Philanthropimtm} — In 1774 was founded the long- 



:e description of the worit of the PbDanthropinum, iransltited from 
Von Raumer, is to be found in Barnard's German Teachert and Ediieatori, p. 463. 
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t new heralded institution, erected to illustrate the principles of re- 

^1*^" formed education and termed the Philanthropinum. This 

ods institution at Dessau was the parent of many others, more cr 

less short lived, but existing long enough to exert a profound 

influence on the education of children throughout the Teutonic 

countries. 

icationai The fundamental idea of the reform was " education according 

30^^ in ^^ nature," which was interpreted to mean that children should 

le new be treated as children, not as adults; that languages should be 

taught by conversational methods, not through grammatical 

studies; that physical exercises and games should find a place 

m the child's education; that early training should be connected 

with " motion and noise," since children naturally love these; 

that each child should be taught a handicraft for reasons partly 

educational, partly social; that the vernacular rather than the 

classical languages should constitute the chief subject-niatter 

of education; that instruction should be connected with realities 

gather than with words. 

luai The strong emphasis upon the training of teachers reacted 

tuns wiQ « « « « 

jct favorably upon the entire German school system. The intro- 

'^ duct ion of '* turning, planmg and carpentering " into the 
regular course of study of the Philanthropinum for educational 
purposes is the earliest practical recognition of the purely 
educational value of positive character to be foimd in manual 
work. School instruction from objects and from pictures here 
found general use in a system of schools. The connection be- 
tween the out-of-door life and the process of instruction wa^ 
made more mtimate. The principle that all instruction has a 
^ aim of moral because a practical outcome, and that formal moral in- 
^ ^" struction is of little value when not thus connected, was em- 
bodied in their work. It will be recognized that all of these 
ideas are worked out more explicitly by later reformers, especially 
Herbart, Pestalozzi and Froebel. 
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government, orthodoxy in religion, traditicmal classicism and the disd- 
plinary concgptio n in education, -predmredTuilng th6 elghtcfnth century 
a vehement «nri rpvnl iiti'>nary "■aftion The earlier aspect of this move- 
Tnent, knovm as the Illumination or the Enlightenment, was largely 
intelleciual and aristocratic. It included a rationalistic revolt against 
orthodox reli^ous views, an aristocratic revolt against absolutism in 
Church and state, a revolt agamst Puritanism in morals. It resulted 
in a skepticism in religion, a cynical formalism or polished immorality 
in conduct, and an aristocratic indifference to the rights and needs '4-,Ati,, 
the masses. The, revol ution ary tenden cy in the latter half of the centuiy V" 
became known as the N aturalistic Movement, and was g m _ otional ra ther f 
than intellectual , democratic rather than aristocratic, and was directed | 
toward social reform rather than toward class or individual aggrandize 
ment. Voltaire was, the leader in the first movement, Rousseau in the 
second. Ro usseau formulated the new ideas in p^rd to social, fam ily I 
ancl_ political reform, and finally in the Emtle m regard to educatioi 
Kdnratinn shimli] not aim to instruct, b ut simply to ^low natural 
irnrlrnrinfi tn wnrlf n ut their natural results! Lducaibn shouia not aim 
to n-p n^nr tn Tn<j \ A hilt to stiielJ troiH~ajtificial in fluences. "*''irnl 
instincts and jn'c^sts should control, c lose contact with nltlur^ should 
Kimish the occasion and means of education. Only in the adolescent 
period and later should attempt be made to supply wider knowledge 
and to establish connection with social life through moral training. Out of \ 
Rousseau's teachmg came me "ntw tducatlmi" Of Ihe nlneiMOth century ■ '■ 
based on .in.terest.. It gave direct impetus to the clear fonnation of thej 
psychological, sociological and scientific conception of education. These/ 
are the various aspects of nineteenth -century thought and practice in edu- 
catbn. The immediate application of Rousseau's teachinf^ was attempted 
by Basedow and the "philanthropinists." The successful ^mpliflcatioa 
of the naturalistic doctrines was made later by Pestaktzd, Hetbart and 
FroebeL 
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Chronological Table of Educational Development during the 

Nineteenth Century 



Political 
Events and 
Pbrsonaces 



x8oa 

1804. Bonaparte 

emperor. 
X807. Class 

distinctions 

and serfdom 

abolished in 

Germany. 
18x4. Bonaparte 

at Elba. 
18x5. Congress 

of Vienna. 
Frederick 

WUliam 

1797 1840 
1810-1830. Free* 

dom of South 

American 

States 
1817. Wartburg 

demonstration 

for freedom. 
x8ao. July 

Kevolution in 

France. 
X830. Reform 

bill in 

England. 
X83V Slavery 

aSolished in 

British 

colonies. 
X846. Com 

laws repealed 
1848. French 

Kevolution. 
X851. New 

French 

Empire. 
X854. Crimean 

War. 
X870. Franco- 

rrussian War. 
X871. German 

Empire 

founded. 
x87i The 

Union of Italy. 



Litebary 

Men, 

Religious 

Leaders, 

etc 



Goethe 

X749-x8^a 
Wordswortn 

X 770- I 850 
Byron 

1788-1824 
Scott 

i77x-x83a 
Colendge 

1772 X834 
Irving 

1783-X859 
Cooper 

1789-X8SX 
Emerson 

i8o3-x88a 
Thackeray 

18XX-X863 
Dickens 

x8xa-x87o 



Scientists 
and 
Philoso- 
phers 



Hegel 
x;r7o-i83X 

Cuvier 
X769-x83a 

Comte 
X798-1857 

Faraday 
179X-1867 

Hamilton 
1788-1856 

Liebig 
x8o3-x873 

J. S. Mill 
X806-1873 

Herbert 
Spencer *• 
i8a0"X903 

Buckle, 
History 
of Civili- 
zation 

Darwin, 

Origin of 

Species 
. 1859 
Agassiz 

X807-1873 
Darwin 

x8xi-i883 
Wallace 

x83o 



Educational 

Writings and 

Educators 



Pestaloxn, 
How Gertrude 
Teaches . x8oi 

iacotot 1770-X840 
lerbart, 1776-184 1 
Froebel i 782 -x 85a 
Thomas Arnold " "^ 

„ . . «795-x84a 
Rosmiiu 

X797-X855 

Herbart's General 

Pedagop'cs, x8o6 

Horace Mann 

1296-1859 
Rosenkrana 

X80S-1879 
George Combe 

X788-X858 
Froebel, 
Education of 
Man . . . 1^(6 
Spencer, Essay on 
Education ^ i86x 
Alexander BaiiT 

1818-1887 
Henry Barnard 

i8xx-iooo 
Stoy . laxs-x'Sftsh 
Otto Frick 

X 83a 1893 
Tuiskon Zeller 

18x7-1883 
R. H. Quick 

183X-X89X 



Educational Events 



803. Sunday-school Union I 
8o«. Public School Society oi 

New York. 

806. University of France 1. 
806. Neef introduces 

Pcstaloazi in United States. 

808. First treatise on education 
published in United States. 

809. University of Berlin 
founded. 

8o8-x8xz. Von Humboldt head 

of German schools. 
804-X844. Fellenberg's School 

at Hofwyl. 
8xx. National Society for 

Promotion of Ed. of the Poor. 
8x3. First State superintendent 

of ed. in United States (N.Y.). 
8x4. British and Foreign School 

Society. 

818. Lancaster comes to U.S. ^ 
Sax. First legislative aid for 

education of women (N.Y.). 
Sax. First High School — 

(Boston). 
827. All schools free in " 

Massachusetts. >/ 

"S^s. Cousin's Report punished 

m United States. 
837. Mount Holyoke aemiiiary 

for women. 
837-X849. Mann Secretary of '' 

Mass. Bureau of Ed. 
837. First kindergarten. ' 

837. First city superintendent - 
of schools. 

838. First State normal school - 
in United States (Mass.). 

843. School Board in New York 

City. 
850. Kindergartens forbidden io 

Germany. 

860. First kindergarten in U.S. 

861. First Ph.D. in U.S. .^ 

862. Morrell land grant for -^ 
ricultural and t^hnical 



ucation. 
867. Elective system at - ' 

Harvard. 
867. United States 

Crommissioner of Educatxoo. 
867. All State schools free in 

New York. 
S69. English Endowed School 

Act. 

870. Elem. Ed. Act in Eng. 
873. Kindergarten part of 

public school (St. Louis). 
890. Berlin School Clonference. 
896-x897.^ University of France 

reorganized. 



CHAPTER XI 



THE PSYCHOLOGICAL TENDENCY ^.-SOBU^GOS 

THE GEIfERAL CHARACTERISTICS.— The psychological 
tendency is not clearly distinguishable in time, in place, or even 
in personnel from the sociological and the scientific tendencies. 
The three movements find their immediate antecedent in the 
naturalistic movement and are to be distinguished educationally 
chiefly by differences in emphasis and in point of view. The 
more important of these characteristics of the psychological 
tendency may be summarized as follows : — 

In its main features this tendency was merely the clarifying 
and developing of the principles of naturalistic educatt<Hi. Its 
basal thought was that education is not an artificial procedure 
by which one acquires a knowledge of the forms of language and 
literature or of formal knowledge of any sort, but that it is an 
unfolding of capacities implanted in human nature.' The psy- 
chological tendency was an effort to state these ideas in scientific 
form and give them a concrete formulation in actual school 
procedures. 

It is true the psychological tendency sought a reconciliation 
of the conflict between the old "education of effort" and the 
new "education of interest." But since the old remained in- 
trenched for many decades of the nmeteenth century, the chief 
work of the new was to destroy it by conflict. The rank and 
file of the new educators, without that grasp of the problem 
possessed by the great leaders in the movement, emphasized 
almost exclusively the importance of the new method and 
consequently of interest. Hence it was this aspect of conflict 
rather than that of reconciliation that was ever most promiscnt. 
3Pi 
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However profound may have been the eflFort of Herbart and 
Froebel to effect this reconciliation, in the popular conception 
there was an irreconcilable opposition. A brief extract, con- 
trasting the main ideas of these two views, will serve as an illus- 
tration. 

" Of the second work, Pestalozzi's Letters on Early EducaUon, we have 
little to say. A book written for the inhabitants of Mars, if there are any, 
would almost as much come under our task of criticism. If there be a 
people between the Alps, in the bosom of whose offspring there is an innate 
principle of faith and love, that needs only to be cultivated and cherished 
by the sacred power of innocence, to produce pure morality and exalted 
devotion, this book belongs to them. It need not have been put into English, 
or any language into which the word of God has been translated; for it 
belies it utterly. We have no such children to educate, and therefore the 
book is useless to us. I could not help comparing the following passage, 
one among many such, of Pestalozzi — *I would, in the. first place, direct 
your attention to the existence and the early manifestation of a spiritual 
principle, even in an infant mind. I would put in the strongest li^t that 
there is in the child an active power of faith and love; the two principles 
by which, under the divine guidance, our nature is made to participate in 
the highest blessings that are in store for us. And this power is not, as 
other faculties are, in a dormant state in the infant mind. While all other 
faculties, whether mental or physical, present the image of utter helpless- 
ness, of a weakness which in its first attempts at exertion only leads to pain 
and disappointment, that same power of faith and love displays an energy, 
an intensity, which is never surpassed by its most successful efforts when 
in full growth* — we could not help comparing with curiosity this dream 
of Sodnianism, with some sentences from a Christian author^ we happened 
to take up on the same day: — *No sooner do children begin to act at all, 
but we discover how universally sin has pervaded all the sources of intelli- 
gence. There is a greater pleasure in reflecting on the images of crime than 
on the character of piety; the conscience is enfeebled and oppressed; its 
voice is stifled and its actions perverted; the imagination delights to revel 
over scenes of iniquity, and is difficultly carried forward to anticipations of 
future happiness, glory, and praise: the will is enslaved by selfishness 
the imitation of all that is wrong is most easy, — of all that is ri^t is most 
onerous, — the judgment is prone to perpetual error; the evil passions grow 
and flourish, *vhile the good are educated with difficulty.' The ChristiaD 
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mother will compare these opposing principles with the testimony of Scrip- 
ture and of her own heart, and will have no difficulty in deciding in which 

author to study the principles of education," 

The new educational conception of man's nature was closely (j) e^ 
bound up with the similar thought now developing in science pgfc^S 
and philosophy. Educationally, "nature" now came to indi- siWoiii 
catej he natu r e or m ind of man. The principles upon which "'^J^f^ 
education was^to be based were now sought for in a knowledge 
of the activities and the development of the human mind. The 
acientiSc formulation of these principles of psychology, through 
observation and experimentation, Was hardly begun before the t 
middle of the nineteenth century. The application of these [ 
principles to education is yet largely the work of the future. [ 
But the attempts toward such a foundation for education were ^ 
begun in the early part of the century. 

The significant truth reached was that a more scientific 
interpretation of human nature was now [>ossible, and that an 
adequate conception of education and formulation of more 
fruitful processes of instruction must be based u[>on the results 
of such study. To this general tendency, vague and indefinite 
as it was in its application to education, we have here given the 
term psychological. 

This tendency aimed at improvement m the character of U) inter 
education; whereas the complementary movement, which in ^.j^ 
the same general way may be characterized as sociological, of eduo 
aimed at the more general diffusion of education. The modify- 
ing influence of these psychological tendencies was directed 
chiefly to improvement in the method of instruction, in the spirit 
of the schoolroom, in the character and training of the teacher, 
and in the popularization of a broader and truer conception of 
the nature of education. 

Thus there followed a sympathy for childhood, a knowledge (5)Sjid 
of the child, of the child mind, of the child's interests and J^]^ 
abilities, that were entirely absent from the schoolnxnn in rU ed^ ofi 
previous ages. While the actual knowledge of the chikj mind 
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was at first slight and was for a long time gained by empirical 
means alone, yet educational practice came to be based upon a 
study of childhood, and the theories concerning education came 
to be formulated from data gathered during actual contact with 
the child. 
Attention Consequently, the chief interest in education was diverted 
aentaiT ^^ ^^ entirely different phase of the educational process. For 
:e in many centuries, it will be recalled, the interest in education was 
'***^ in the secondary and higher stages. All the early reformers, 
the realists as well as the humanists, thought especially of the 
acquisition of foreign languages and literature as the chief work 
of education. Little or no attention was given to the elementary 
stage. Comenius, it is true, wrote of infant and vernacular 
schools, but he supervised and wrote text-books for the Latin 
schools. The chief immediate interest of almost all those 
participating in this new tendency was in the elementary stage. 
From that time to the present, the formulation of educational 
theory and the improvement in educational practice have, with 
few exceptions, related primarily to elementary education. The 
attempt to apply many of these principles in unmodified form to 
higher stages of education has often been detrimental in its 
results. 
Educa- A fundamental conception of the psychological tendency was 
gyjj^ ^i that education is the process of the development of the individual, 
viduai This accorded with the individualizing tendencies of the later 
eighteenth and early nineteenth century, with the ideas of social 
progress, of biological development, and of evolution in all its 
scientific and philosophical implications, that during the same 
period were becoming clarified. The thought and even the 
form accepted for two or three generations was that given by 
Pestalozzi; namely, that education is "the harmonious develop- 
ment of all the powers of the individual." The same general 
idea, in different terminology, due to more accurate knowledge 
of psychology, is»now expressed in terms of "organization of 
acquired habits of action or tendencies to behavior." This 
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conception of education in terms of individual development 
is an essential feature of the psychological conception of educa- 
tion, and is one great contribution of the late eighteenth and 
the early nineteenth century to education. 

This conception has its sociological significance also, and (S) T^ 
coincides with the tendency toward universal education in one ^f^^i^. 
respect. For if education is the process of development of the logfoi inter 
individual, if it is at basis a natural rather than an artificial ^^I^^ °° 
process, then it is a process through which all human beings educiUoD 
pass, and a process from the regulation and direction of which 
all can profit. Consequently there results an emphasis upon 
popular and universal education that was not possible so long 
as the chief interest was in higher education, and so long as 
education was the process of giving to the child or forcing on 
the child the ideas, emotional reactions and activities of adults. 

The psychological movement possessed two aspects. One, The theo- 
practical and concrete in character, attempted through ex- ™tic«i uid 
perimentation to work out general principles. The other, the concrete 
metaphysical in its characteristics, aimed at the formulation "J*?™^'' 
of the logic of education. The men representing the practical of the 
movement — Pestalozzi, Herbart, Froebel — merely expressed """s™*"' 
the dominant ideas gained from the thought movement typified 
by Kant, Fichte, Schelling, Schleiermacher and Hegel. Only 
the representatives of the practical movement will be con- 
sidered here. 

THE PESTALOZZUir HOVEBIENT. Character and Sig- xbe Pot.- 
nificance of his Work. — It must be understood at the outset "j?"" 
that much more is included under this subject than the personal iodudes the 
work and influence of Pestalozzi. It is a very common error to *™'^ "f 
overestimate the importance of this one reformer in the history ton 
of educatior^ and a gross exaggeration to attribute to him the 
entire educational reform movement of the early part of the 
nineteenth century. 1 Pestalozzi merely ma de posili\-e and con- ' 
Crete the nega^ve ana gm en tt-aJUcat ioiT" prinr I'pW ^n^riafH I 
by Rousseau; 'and, as we have seen, there were many others, / 
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notably Basedow and his group, who were successfully engaged 
in the same work. Moreover, the ideas and practices generally 
grouped under his name are largely due to the work of his 
assistants and of the innumerable teachers of succeeding genera- 
tions who have labored along the lines first indicated by him. 
alozzi \ Later educational theorists, especially nerbart and Froebel, 
Nation possessed ail of the practical insight of Pestalozzi, with a fuller 
•urther philosophical penetration than his, and a broader knowledge. 
^°"' They have built upon his work a more extensive and stable 
structure of educational doctrine than the Swiss reformer was 
able to work out. 
aiozzi's No one, however, has been more just than Pestalozzi himself 
gnition jj^ Vecognizing the limitations of his work,' and in realizing that 
lations the particular form which he gave to his ideas was merely tenta- 
^ ^"^"^ tive. This point, made emphatic by the reformer, is often over- 
looked by his expositors and disciples. 

The value of our study of Pestalozzi in connection with the 
general psychological tendency in education lies not in the 
acceptance of his views as final, but in the recognition of his 
theories as containing the germs of modem educational ideas, 
real In the face, then, of his lack of any philosophical and organiz- 

^^oLi "^S ability, his lack of accuracy, of consistency, and of practical 
success, it becomes necessary to restate the basis of his impor- 
tance in educational history. What he did do was tq^emphasize 
the new purpose in education,* but vaguely perceived, where 
held at all, by others ; to (make clear the new meaning of educa- 
tion which existed in rather a nebulous state in the public 
mind;/ to formulate an entirely new method, based on new 
principles, both of which were to receive a further development 
in subsequent times, and to pass under his name; and, finally, 
to give an entirely new spirit to the schoolroom.) He it was 
who first made clear and forced upon the public the position 
that the whole problem of education was to be considered from 
the point of view of the developing mind of the child. The 
significance of much of Pestalozzi's work lies in the fact that 
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experimentation was now substituted for tradition as a ba sis Eiper 
for' ^ucational work. Hence its value consists, not in any |^'^' 
particular form of experiment, but in the final results attained of woi 
or yet to be attained. Consequently, more than in the case tA ** 
any other man in the history of education, it is necessary to 
study Festalozzi's life and experience in order to understand his 
ideas. They are the direct outgrowth of the experimental life 
which he led. 

Life and Works. — Heinrich Pestalozzi (1746- 1826) was early influe 
influenced by the naturalistic movement, especially by Entile, ^^ 
and became an ardent revolutionist as all humanitarians then onPe 
must have become. Abandoning in turn his preparation for 
the ministry, for the law and for public service, he entered 
finally upon an agricultural life, with the double purpose of 
improving a waste tract of land through new methods of culti- 
vation and of living a life in accord with the prevalent naturalistic 
ideals. Failing in this business venture, he turned the establish- 
ment into a philanthropic institute for destitute children. 
Meanwhile, in the education of his own child, he was led to see 
many of the deficiencies as well as the excellencies of the educa- 
tion described in Rousseau's Emile. Thus began his life's 
great task, in the positive formulation and modification of these 
ideas. His first educational work, entitled A Journal 0} a 
Father, — one of the earliest examples of child study, — was a 
further result of his experiences in the education of his son. 

The philanthropic venture mentioned above was an educa- E»p« 
tional experiment as well, for it was but an application of the " ^" 
doctrine advocated by the naturalists, that the character of an tjooo 
individual is shaped by his environment. Reduce this environ- "J** 
ment to as nearly natural conditions as possible, they held, and 
character will be formed or developed. From 1775-1780 
Pestalozzi conducted what was probably the first "industrial 
school for the poor." The children were engaged in raising 
special farm products, in spinning and weaving of cotton and 
in other occupations. While so engaged they also spent some 
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time in reading and in committing passages to memory and 
especially in arithmetical exercises. There was no real connec- 
tion between the occupations and the intellectual activities, but 
Pestalozzi demonstrated that the two could at least go on to- 
gether. But the combined functions of manager, farmer, 
manufacturer, merchant, schoolmaster, were beyond the abilitj 
of the reformer, and the experiment failed, 
of lit- During the next eighteen years, 1 780-1 798, Pestalozzi, as a 
participant in the revolutionary movement, devoted himself 
chiefly to literary activity. The fundamental thought of all his 
writings, whether on political or educational subjects, was the 
same. Social and political reforms were to be brought about by 
education — not the current education, but a new process of 
development that would result in the moral and intellectual 
reform of the people. This {)rinciple is complementary to the 
partial one upon which he based his work at Neuhof . 
fiaitd The most popular of all Pestalozzi's writings, the one that 
* exerted the most influence, was his Leonard and Gertrude^ the 
first volume of which was published in 1 781 . Written as a novel, 
it popularized the idea that he initiated in practical reform a 
generation later. The purpose of the book was to depict the 
simple village life of the people and the great changes caused 
therein by the insight and devotion of a single ignorant woman, 
Gertrude. By her industry and patience and skill in educating 
her children she saves her husband, Leonard, from idleness 
and drink. Neighbors, children and neighboring families are 
finally brought within the influence of the new ideas; and by the 
simple methods of this peasant woman this new purpose in 
education effects the reform of the entire village. What was 
done in Bonal, Pestalozzi held could be done in every village. 
This was his mission in life : to work out in detail the methods 
of this education that was to eflfect the regeneration of society 
by securing for every child that moral and intellectual develop- 
ment which was his natural right and inheritance. 

In 1798 there occurred a complete change in Pestalozzi's 
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career. He at length realized that the way to establish education Tun 
as the means to social reform was to demonstrate in a practical ^ 
way its efficiency. Consequently, he turned schoolmaster. 
No more remarkable testimony concerning the value and the 
validity of his fundamental educational ideas can be found 
than in the profound and lasting influence which he has exerted. 
This man who did not begin to teach until fifty years of age and 
who, from the practical point of view, failed in every enterprise 
be undertook in his long life, after all has had more influence 
than any other one person in 'he educational progress of the 
nineteenth century. One chief reason for this was that his ideas 
were the results of experimentation. Consequently the truths 
reached were not completed and closed formulas, but rather 
suggestions for the guidance of the work of education. Smce 
the concrete personal elements to be dealt with are never fully 
determinable in advance, education must always partake some- 
what of the nature of experimentation. 

In the year mentioned, Pestalozzi accepted the charge in one The 
of the districts of Switzerland of a large number of children ^ 
who had been made orphans through the massacre of the people 
by the French soldiery. With these orphans at Stanz were first 
worked out the germs of the new educational practices. As in 
the case of his earlier experience, his fundamental purpose was 
to combine educational activities with handwork. But now he 
saw not only that the two could be carried on together, but that, 
if an approach differing from that of the ordinary schoolroom 
was made, much of the experience that was most valuable for 
mental development came directly from those activities in which 
the children were immediately interested. But the fortunes of 
war terminated this experiment in less than a year. 

la the following year, Pestalozzi, now a discredited visionary, vaii 
was accepted as assistant teacher in the village at Burgdorf . J^ 
For the cause of educational reform this brief expenence was 
fraught with great importance, for here was first worked out 
the significance of the object lesson, not as a mere means of 
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gaining knowledge of the word, or even of the thing, as with 
Comenius and earlier reformers, but as a means of mental de- 
velopment. Here Pestalozzi first announced his great aim, "I 
wish to psychologize education." The recognition that the 
public failed to give was furnished by some friends among the 
progressive oflScials and by some schoolmasters, appreciative of 
the great significance of these new ideas, who now attached 
themselves as assistants. A private school, partially endowed 
by the government, was established. Here for some four years 
Pestalozzi continued to experiment along the line of the new 
thought, both with the pupils and with the teachers, 
s of The great purpose now clearly held before him was to answer 
the fundamental educational question, which was a challenge 
to the existing education respecting its purpose and its means. 
These inquiries were to determine what knowledge and what 
practical abilities were necessary for the child, and how they 
could be furnished to the child or obtained by him. This period 
produced Pestalozzi *s most systematic work — How Gertrude 
Teaches her Children (1801) — which was an attempt to answer 
the above questions. 
I- His work at Burgdorf , directed both toward the education of 
j^j^ the children and the training of teachers, was watched with 
l^a great interest by publicists and philanthropists, was assisted 
by the government, and was widely discussed through pamphlet 
and magazine controversy. But withdrawal of the meager 
though necessary support, together with disagreement among 
i- the directors of the institute themselves, led to its abandonment. 
Pestalozzi then withdrew to Yverdun for his last and longest 
experiment. 

Among this French-speaking people, with whom he believed 
his reform would make more rapid headway, Pestalozzi labored 
for twenty years. Here, more than hitherto, his efforts were 
directed toward the training of teachers and direct experimenta- 
tion in reforming educational practices. 
Influence of Pestalozzi on Education, (a) As to Purpose. — 
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Throughout his long life Pestalozzi was moved by the convic- 
tion that we have found to be common to most educational 
reformers since the early Renaissance; namely, that /education 
is to b ecome the chief means to social refomj T his idea, how- 
ever, possessed a peculiar significance during the latter half of 
the eighteenth century, since that was a period in which the 
greatest variety of remedies for social evils was advocated. 
Every form of Utopia found its devotee, while the practical 
means chosen by all was revolution. Throughout this period 
of turmoil, the voice of Pestalozzi in suggesting education — a 
new education — as the means for social regeneration became 
clearer and clearer. 

Few among those that in previous periods had held education 
to be the means for social regeneration had considered that it 
was necessary for the masses. Such as had were chiefly the 
Reformation leaders, who viewed the entire subject from the 
religious point of view. Even those, such as Comenius, who 
took a broader point of view and held that the educatiim of the 
masses in ev'ery phase of knowledge was desirable for reasons 
other than the religious, were far from the thought of Pestalozzi. 
The latter had in view a conception of education that had little 
or nothing to do with the comprehensive encyclopedism of Come- 
nius, but related solely to the development of the child's nature, 
mental, moral, physical. In other words, what Rousseau had 
demanded in a theoretic way for one individual, £mile, Pesta-r 
lozzi demanded for every ch il d, no matter how p oor a nd humb le 
his surroundmgs or ~how lim ited his capacities. Hence Pesta- 
lozzi's demand for universal education of the 
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a significance only grasped when one conceives the difference 
between the old conception of education and that which he ] 
advanced. Pestalozzi gave a saner interpretation to Rousseau's ' 
doctrine concerning the detrimental influence of the arts and t 
sciences. He held that through the identification of learning ! 
in the literary sense with education, popular education comes 1 
to be a mere form without any resulting benefits for the masses, ' 
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while the learned classes grow into greater power and into in- 
difference to the needs of the masses. In Hcrw Gertrude Teaches 
he says: — 

existing "Europe, with its system of popular teaching, has fallen into error, 01 
■*^°" rather it has lost its way. On one side it has risen to an immense hei^t in 
pgj.. the sciences and arts; on the other it has lost the whole foundation of natural 

ated culture for the bulk of the people. No part of the world has risen so high; 

I dis- no part has sunk so low. Our continent resembles the great image men- 
^^^ tioned by the prophet; its golden head touches the clouds, but popular 

instruction, which should bear this head, is like the feet of clay. In Europe 
the culture of the people has become vain babbling, as fatal to faith as to 
true knowledge; an instruction of mere words which contains a little dream- 
ing and show which cannot give us the calm wisdom of faith and love, but, 
on the contrary, leads to unbelief and superstition, to selfishness and hard- 
ness. It is indisputable that the mania for words and books, which has 
absorbed everything in our popular instruction, has been carried so far 
that we cannot possibly remain long as we are. Everything convinces 
me that the only means of preserving us from remaining at a dvil, moral, 
and religious dead level is to abandon the superficiality, the piecemeal, 
and infatuation of our popular instruction, and to recognize intuition 
{i.e. mental development) as the true fountain of knowledge." 

(b) The New Meaning 0} Education. — In defining the new 
conception Pestalozzi started, as did Rousseau, with the con- 
trast between the accepted educational usages and the natural 
development of the child. What education should mean he 
indicates in the following words: — 

new "Sound education stands before me symbolized by a tree planted near 

fertilizing waters. A little seed, which contains the design of the tree, its 
form and its properties, is placed in the soil. The whole tree is an unin- 
terrupted chain of organic parts, the plan of which existed in its seed and 
root. Man is similar to the tree. In the new-bom child are hidden those 
faculties which are to unfold during life. The individual and separate 
organs of his being form themselves gradually into unison, and build up 
humanity in the image of God. The education of man is a purely moral 
result. It is not the educator who puts new powers and faculties into man, 
and imparts to him breath and life. He only takes care that no im toward 
influence shall disturb nature's march of development. The moral, 
intellectual, and practical powers of man must be nurtured within himself 
and not from artificial substitutes. Thus, faith must be cultivated by our 
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own act of believing, not by reasoning about faith; love, by our own act 
of loving, not by fine words about love; thought, by our own act of think* 
ing,not by merely appropriating the tboughtsof other men; and knowledge, 
by our own investigation, not by endless talk about the results of art and 
science." 

Education as conceived bv Pestalozzi is but the^organic Educate 
development of the individual] — mental, mora,' plryg'^"' This ^^^ 
development comes in each of thesc~phases throu^ activities 
initiated by spontaneous desire for action. These lead to 
growth along lines which are predetermined by the nature of 
the child. Such development does not come by forms of pro- 
cedure established by custom. To quote the definition in its 
more traditional form, education is the natural, progressive, 
harmonious development of all the powers and faculties of the 
human being. 

Starting from the new purpose that Pestalozzi gave to edu- lEducad 
cation, the elevation of the common people from their ignorance, ^ Li^ 
s(|ualor and misery, he was compelled to give to it a new mean- develop 
ing. The growth of the individuals composing the submerged 
portion of humanity into the moral and intellectual maturity 
for which they as well as the chosen few were destined, con- 
stituted education. He found In each individual the germs of 
all the powers, sentiments, aptitudes, that were needed for their 
successful and useful participation in their walks of life and in 
the satisfaction of the needs of society. The existing education 
did not accomphsh this adjustment. It sought merely to ac- 
quaint the child with forms, — forms of religious dogma through 
the catechism, forms of thought through the mere ability to 
read words, forms of practical or scientific procedure through 
the memoriter knowledge of mathematics, or the forms of cul- 
ture through the dead languages. Real education was to do 
something infinitely greater. It was to develop in the child the 
elements of power implanted there by nature, by furnishing to 
him, in appropriately selected and graded series, the materials 
of experience needed for the natural exercise of these capacities. 
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itionto This general idea of growth and of organic development 
i^on through activity had been formulated by Lamarck into a general 
ic philosophy or scientific hypothesis, and had received many 

Swi special applications. It was Pestalozzi's work to apply it to 
the schoolroom, and to attempt to organize activities appro- 
priate both to intellectual and to moral development, 
charac- Influence on Educational Means and Method. — The signifi- 
oimMter cance of the Pestalozzian reform in method can be appreciated 
letradi- only when the character of the contemporary schoolroom is 
kept in mind. The \allage watchman, the bricklayer, the rope- 
maker, the crippled soldier, the widow, or any one whose occu- 
pation did not consume all his time or furnish him with com- 
plete living, was chosen as schoolmaster. More frequently the 
convenient house which they occupied was of greater importance 
than their qualification as teachers. The method in which 
this work was done is thus described by Diesterweg: — 

lodsof "Each child read by himself; the simultaneous method was not known, 

^ad* *" ^"^^ ^^^^ another stepped up to the table where the master sat. He pointed 
J school out one letter at a time, and named it; the child named it after him; he 
drilled him in recognizing and remembering each. They then took letter 
by letter of the words, and by getting acquainted with them in this way, 
the child gradually learned to read. This was a difficult method for him, 
a very difficult one. Years usually passed before any facility had been 
acquired; many did not learn in four years. It was imitative and purely 
mechanical labor on both sides. To understand what was read was sel- 
dom thought of. The syllables were pronounced with equal force, and the 
reading was without grace or expression. Where it was possible, but 
unnaturally and mechanically, learning by heart was practiced. The 
children drawled out texts of Scripture, Psalms, and the contents of the 
catechism from the beginning to end; short questions and long answers 
alike, all in the same monotonous manner. Anybody with delicate ears 
who heard the sound once would remember it all his life long. There are 
people yet living, who were taught in that unintelligent way, who can 
corroborate these statements. Of the actual contents of the words whose 
sounds they had thus barely committed to memory little by little, the 
children knew absolutely almost nothing. They learned superficially 
and understood superficially. Nothing really passed into their minds; 
at least nothing during their school years. The instruction in singing was 
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^lO better. The master sang to them the psalm tunes over and over, imtil 
they could sing them, or rather screech them, after him. Such was the 
condition of instruction in our schools during the sixteenth, seventeenth, 
and two thirds of the eighteenth centuries; confined to one or two studies, 
and those taught in the most imperfect and mechanical way." 

While this was the character of the schools of Switzerland Universa 
and of Germany, those of other countries were no better, if as ^'^j, 
good. That such was the condition of the average district 
school in the United States well into the nineteenth century and 
of the average elementary school in England much later is well 
known. The school which Pestalozzi wished to substitute was 
to be a transformed home, approximating the same relationships. The new 
duplicating the same spirit, seeking the same ends; that is, the traiSomi 
moral and intellectual development and the material better- home 
ment of the child.^ It is the peculiar excellence of Pestalozzi that 
he was the first to make great progress in indicating the practi- 
cal way in which these new educational ideas could be realized. 

The essential thought of the Pestalozzian method is compara- The indu 
tively simple. The fundamental endeavor was to analyze appUwitc 
knowledge in any particular line into its simplest elements, as education 
these present themselves naturally to the attention of the child. P''^**^"" 
These were to be acquired not simply in their form, but in their 
real inner meaning by the process of observation, or sense im- 
pression (intuition, it was often called). These elements of 
knowledge were further to be developed by a progressive series 
of exercises graded by almost imperceptible degrees into a 
continuous chain. Such exercises were to be based primarily 
upon the study of objects rather than upon the study of words. 
The object lesson, then, was the core of the method. But it J^^ oW«< 
'was not the object lesson as often employed in later times, for 
the mere purpose of obtaining a knowledge of the object, or 
even of developing powers of observation. Its real use was as 
a basis for the entire mental development of the child. " Mental " 
arithmetic, the syllabic and phonetic methods in language 
work, and the study of geography and of nature in direct con- 
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tact with natural environment were some of the innovations in 
method. 

In general, the arrangement of all modem text-books is a 
direct though not necessarily an immediate outgrowth of 
Pestalozzi's efforts at analyzing the subject into its simplest ele- 
ments and proceeding then, by a gradual increase in the com- 
plexity of the material, to build up a connected and symmetrical 
understanding of the subject. The old method of beginning 
with a mastery of rules and principles as in arithmetic, of the 
rules of abstract form in language, or of most general relations, 
as in geography, history and the natural sciences, has been 
gradually superseded. 

Morf, one of Pestalozzi's ablest disciples, summarizes the 
general principles of these methods as follows: — 

(i) Observation, or sense-perception (intuition), is the basis of instruo 
tion. (2) Language should always be linked with observation (in tuition), 
i.e, with an object or content. (3) The time for learning is not the time foi 
judgment and criticism. (4) In any branch, teaching should begin with th< 
simplest elements and proceed gradually according to the developmenl 
of the child, that is, in psychologically connected order. (5) SuffidenI 
time should be devoted to each point of the teaching in order to secun 
the complete mastery of it by the pupil. (6) Teaching should aim at de 
velopment, and not at dogmatic exposition. (7) The teacher should respcc 
the individuality of the pupil. (8) The chief end of elementary teaching 11 
not to impart knowledge and talent to the learner, but to develop an( 
increase the powers of his intelligence. (9) Power must be linked t< 
knowledge, and skill to learning. (10) The relation between the teacbei 
and the pupil, especially as to discipline, should be based upon and rulec 
by love. (11) Instruction should be subordinate to the higher aim ol 
education. 



S5rmpathy, Influence on the General Spirit 0} the Schoolroom. — In re£;ard 
of^rciatLn^*^ to mcthod, as Pestalozzi himself stated in an exaggerated way, 
ship between ''half the world'' was working on the same problem. The new 
pupi^^ ^" purpose in education was held by many others, — public men, 
religious leaders, philosophers and educators. In defining the 
new meaning of education, Pestalozzi was but making more 
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explicit the ideas of Rousseau, Basedow and others. His 
peculiar excellence was in making evident, through all his 
writings and all his work, that a new spirit miist pervade the 
schoolroom, that both teacher and pupil must breathe a new 
atmosphere, — the atmosphere of the home. This change of 
spirit is clearly indicated by a comparison of accompanying 
fllustrations; one of the typical German school before Pesta- 
lozzi's time, the other of Pestalozzi's school at Stanz. In oth^ 
lines, more recent times have developed the germs of the ideas 
suggested by the unlettered reformer; but in this one respect, 
every modem schoolroom is so directly indebted to him that he 
may yet be called, as he was by his own teachers and followers, 
"Father Pestalozzi." 

THE HERBARTIAN HOVEHENT. Its Relation to Pesta- DUjermce, 
lozzianism. — Herbart built upon the work of Pestalozzi, but J.'oil^j!^.'^ 
soon elaborated a scheme of educational principles far more tion" or 
fundamental, (i) The chief practical emphasis of Pestalozz 
work was on training in sense-perception. While these exercises 1 
in observation were for the purpose of developing "clear ideas," 
Pestalozzi did not show how mental assimilation and mental 
growth take place from this starting point. Herbart showfidJmw 
the pro duct of sense-perception could b e converted into ideas, 
through the apperceptive process, and ho w knowledge could be 
madtrio bear upon Moral Characi enErough the process o f in- 
_glructionl (2} I'estatozzi made the study of the physical world (») in tan- 
th ruu gi i sa ise^rception the chief activity of the school. Her- '^^^ 
hart made the moral presentation of the universe the chief end aimj 
of instruction. {3) As a result, the emphasis which Pestalozzi (j) in appr 
"placed on arithmetic, geography and the nature studies is re- ^^J"'*" 
placed in Herbart's theory by an emphasis on the classical audy; 
languages, on literature and on history. (4) Pestalozzi an- (4)iiitheir 
nounced his purpose of "psychologizing education." But, n ^'iae ^ 
while he rejected the old psychology, he did not and could not p^A<ip«ri 
construct any system of his own. Herbart did quite as notable 
work in this line as in constructive educational thought. (5) In 
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in logical general, Herbart's work was the antithesis of Pestalozzi's, in 

*8ftd* OI 

: work ^^at it was logical and philosophical in character, while Pesta- 
lozzi's possessed no logical form or system and little definitely 
formulated philosophical basis. The one possessed the com- 
prehensive view and calm logic of the philosopher; the other, 
the intense emotionalism and strong purpose of the reformer 
working toward immediate betterment, though with no adequate 
view of the ultimate end. 

sdiooi Life and Works of John Frederick Herbart (1776-1841). — 

"°8 There is little in the life of Herbart that throws light upon his 
educational doctrines. Passing through the traditional course 
of the gymnasium and imiversity, at the age of twenty-one he 

teaching left the university for a three years' experience as private tutor. 

jncncc Fj-om this experience he formulated much of his educational 
doctrine, and enunciated the belief that any real knowledge of 
Jhe^paychology of education can be gained, not from_the study 
of children in masses, but only from a prolonged intimate study 
of the mental development of a few individuals. He returned 
later to study and then to give instruction in philosophy and ip 
education in the University of Gottingen. Here and at the 

univcr- University of Konigsberg he spent the remainder of his life. 
At the latter place he established his pedagogical seminar with 
a practice school attached, the forerunner of the university type 
of instruction and experimentation in the subject of education. 
While as a member of school commissions he took some part in 
educational reform, his life for the most part was spent in 
investigation, lecturing and publication. 

place of Herbart's Psychology. — The movement which Locke began 
in making the child the center of educational endeavor and 
pedagogical theory; which Rousseau established in general form 
through his brilliant critical and destructive work in the form of 
investigative literature; which Pestalozzi brought down to the 
schoolroom and made concrete in the hands of every teacher — 
that movement Herbart made permanent by giving it an actual 
scientific basis in place of the imaginative one of Rousseau and 



career 



zhild in 
:ation 



psychological Tendency in Education 321 

the empirical one of Pestalozzi. We are here concerned only 
with the main educational applications, not with an exposition 
of Herbart's psychology. This at most points has been de- 
veloped and modified throu^ the investigation of the interven- 
ing century. At many important points his theory has been 
entirely superseded. 

The fundamental point is that Herbart established educa- 
tional work upon the basis of a unified mental life and develop- ! 
mctit. As previously noted, the prevailing psychology was the i 
Aristotelian "faculty" psychology, popular even to-day. To ^^^Jj 
Herbart, the soul is a unity, not endowed with intuitive or inborn 
faculties, but a blank at birth, possessing but the one power 
of entering into relation with its environment through the nerv- Tliemlnd 

ous system. Throueh these relations the mind is furnished de»dopi 
. . . , OnMlril il 

With its primary presentations" of sense-perception, and ownczpe 
from these the whole mental life is developed. The interaction ^'"'. 
fA these presentations leads through generalization to concepts, acqukmoi 
and by similar processes of interaction to acts of judgment ^?^^^f"" 
and reasoning. What the teacher has to work with is a mass 
of presentations, coming from two main som'ces, — experience, EduaUoi 
contact with nature; and intercourse, contact with society, o^troht 
Through the expansion of the one original power the teacher unmiiati 
has to develop knowledge from experiences and sympathy from "«n™^ 
intercourse. 

The mind or soul is built up or acquires a content, not throu^ ' 
the development of inherent faculties, but through its own ex- ta 
periences. It is inherently neither good nor bad, but develops 
one way or the other according to external influences, — that is, 
according to what it receives in the way of presentations and the 
marmer of their combinations. Two corollaries of tremendous 
importance to education follow: (i)The chief characteristic of 
the mind is its power of assimilation; (2) education, which 
determines what presentations the mind receives and also the 
manner in which they are combined into higher mental processes, 
is the chief determining force in shaping both mind and character. 
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Herbart's educational doctrines are thus founded upon the 
assimilative function of the mind, — apperception. In brief, 
apperception is the assimilation of ideas involved in the relation- 
ships of a new experience by means of ideas already acquired. 
So far as the immediate importance of this doctrine to the 
teacher is concerned, it is immaterial whether one agrees with 
Herbart in rejecting all inheremt constitutive powers of the mind 
or not. For such original powers, if existent, are beyond con- 
trol, and the best that the teacher can do imder any circum- 
stances is to direct the development of the mind through con- 
trol of this assimilative process, 
nature Conception and Purpose of Education. — Herbart derived his 
iL &!» conception of education from philosophy as he derived its aim 
fataiis- from ethics. The will is not any independ ent facg^tyL-ol-^ 
1^ t fae mind that can originate actions that are independent p f 
IS an out- i deas or th ought proc esses, but it is a functioning of the min< 
riences gr owing ou t 01 and whoiiy dependent upon the ideas or presen- 
h can be tations possessed by the nuncT Ihis ooucepliuu uf the will is^ 
fiindamentai and must De Kept m mind throughout any con- 
sideration of Herbart's doctrines. The will is to be viewed as th e 
pr oduct of experience, not, as popid arlyviewed, ast he determin- 
in g cause of ac tion. The apperceptive process is fundamental, 
"because ideasTeaS'to action, and action determines character, 
afai of The aim of education, according to Herbart, is ethicaL " The 
^ one and the whole work of education may be summed up in 

the concept, — morality," is the opening sentence of the jEsthetic 
Presentation. To him virtue was "the idea of inner freedom 
moral which has developed into an abiding actuaUty in an individual." 
e world That is, it is an evolutionary product in each individual, result- 
e pur- ing from a cumulative series of experiences, because each re- 
rtion"" l&tion entered into calls forth an independent judgment oi 
approval or disapproval. To develop this attitude of prrf- 
erence for that which constitutes "inner freedom" or ^pral 
character into an "abiding actuality in the individual" is the 
chief aim of education. The process of doing this constitutes 
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the "esthetic presentation of the universe," through "expe- 
rience, human converse and instruction." 

Herbart's analysis of virtue was not left in fonnal terms, but The fiw 
was reduced to five moral relationships or ideas. The funda- .^^^ 
mental one was that of imier freedom — the hannony between 
the volidon or desire on the one hand and insight and conviction 
on the other. To this were added efficiency, or perfection (the 
balance or hannony of the Greeks); benevolence, or good will; 
justice; and equity. 

The nature of the aim of education having been determined, The mt 
there arises a second ppint in Herbart's theory concerning l^!^"^ 
the nature of education. The concrete work of education is fiucuiht 
(i) to furnish the mind with presentations or experiences, and ^^000*^ 
(2) upon the basis of these presentations to "complete the i»»eM* 
circle of thou^l" through ideas and motivation to action. As u>kJiu 
previously noted, presentations furnish the elements out of ■'■fr api 
which the mind is composed; thus far Pestalozzi went. But „^ 
it is the second point taken in connection with the Grst that is 
significant in Herbart's doctrine. Morality dependsj^ipn^ood 
will and knowledge; these in turn ^^ m ^e general enlighten- 
mgnf^^rTglghnlA ^jiw, in othCT wordaJM^ BTh*-' JdL'ah d eveloped 
from the mteraction of primary presentatiras! 'I'here is no in- 
dependent function of willing in the individual. Action is the 
result of motivation, or desire springing from these presenta- 
tions, influenced by good-will springing from the same source. 
Hence the importance of the instruction given by the teacher. 

The third point in Herbart's theory follows; namely, this "Eduati 
iormation of character, which is dependent upon the shaping ;, ^u* » 
of the will, is determined hy educative instruction. This follows thminit] 
ht)m two subordinate principles: (i) that these presentations 5^*"" 
which constitute the content of the mind are modifiable (throu^ 
the apperceptive process), and (2) that these presentations deter- 
mine conduct. Conduct and character, then, depend primarily 
upon the sort of presentations acquired by the mind, and upon 
the manner in which they are acquired or given. The worth of 
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moral as well as mental instruction depends upon following the 
proper psychological procedure in the building up of the more 
complex presentations. In other words, it is the business erf 
the teacher to determine the kind and the relation of the pres- 
entations that constitute the content of the child's mind; by 
so doing he shapes the child's conduct, and thus his character. 
K these primary presentations have been fully acquired; if the 
proper and harmonious relations have been established between 
them; if from the presentations derived from social intercourse 
the appropriate sympathy or good -will has also been developed, 
then the good moral character is the outcome. In the process 
of rejecting that which is erroneous and evil the pupil finds or 
develops his true self, his character; it is "a making which the 
pupil himself discovers when choosing the good and rejecting 
the bad." The extent to which the teacher is competent to 
produce such results is thus stated: "The capacity for educa- 
tion, therefore, is determined not by the relationship in which 
various originally distinct mental faculties stand to one an- 
other, but by the relations of ideas already acquired to one 
another and to the physical organism." Instruction in the tradi- 
tional sense, and even in the Pestalozzian sense, is insufficient. 

''Instruction in the sense of mere information contains no guarantee 
whatever that it will materially counteract faults and influence existing 
groups of ideas that are independent of the imparted information. But 
it is these ideas that education must reach; for the kind and ext^t of 
assistance that instruction may render to conduct depend vpon the hold 
it has upon them." 

Such instruction, then, that modifies the groups cf idea- 
already possessed by the mind and causes them to form a new 
unity or harmonious series of unities, and that thus determine 
conduct, is alone educative. A volition is but an idea that has 
passed through complete development, in which the circle of 
thought, beginning with interest and ending with action, has 
been completed. This educative instruction that reaches and 
forms the will or determines volitions, and thus shapes char- 
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acter, is the proper work of the school. The immediate means 
to this educative instruction is by arousing in the child's mind 
a "many-sided interest." 

Herbaitian Means and Method. Haw Instruction can be 
made Educative, — The presentation of the doctrine of interest, 
which here must be given in a few words, constitutes the bulk 
of Herbaitian literature, both of Herbart's systematic works, 
including the Science of Education and the Outlines of Educa- 
tional Doctrine, and of those of his expositors and followers. 

" The ultimate purpose of instruction b contained in the notion, virtue. Definiiii 
But in order to realize the final aim another and nearer one must be set intaoti 
up. Wc may term it many-sidedness oj interest. The word interest stands iJ'^S 
in gcoentl for that kind of mental activity which it is the business of instruc- Datiriiit 
tion to incite. Mere infonnation does not suffice; for this we thmk of as Pt t, S 
supply or store of facts, which a person might possess or lack and still Ch»P- ■ 
remain the same being. But he who lays bold of this information and 
reaches out for more takes an interest in it. Since, however, thb moital 
activity b varied, we need to add the further determination supplied by the 
term many -sided." 

Since volitions are the results of ideas, it becomes of utmost RdaUoi 
importance that the pupils should conceive a genuine interest j^J^^ 
in the subjects of study. Only thus do these ideas enter into 
organic relationship with the presentations already in the mind. 
To affect character permanently, these interests must be made 
abiding. The arousing of interest is not merely a means for 
securing attention in the lesson. It is the means for securing 
the complete appropriation of new ideas or presentations through 
their apperception, so that they enter into the constitution of 
new unities in the child's mind and thus form a new and more 
elaborate and secure basis for conduct. Such interest in the 
activity remains after the learning or apperceiving process is 
complete; by making it many-sided and proportionate, a har- 
monious and broad character is produced. It is the work of 
the teacher to blend the individuality of the pupil into many- 
sidedness, by the development of these many interests and 
activities thiou^ instruction. The more thoroughly this is 
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done, '^the more easily will character assert its sway over the 
individual." 

In order to accomplish this, the teacher must have a care for 
two things : fiirst, for the selection of materials of instructiOD 
that will furnish the proper presentations both of experience 
and intercourse; and second, for a method of instruction that 
will harmonize with the psychological development of the child, 
and that will produce many-sidedness of interest as an inevi- 
table result. 
)arfs CorrdaHon of Studies. — The first of these essentials gives 

datt of jpjgg |.Q ^g J jgg^ Qf ^g correlation or unification of studies. Her- 

uctive 

rial bart himself beUeved that the Homeric poems furnished the 
best materials for the education of boys. For here, he held, 
in the youth of the race were to be foimd the same activities 
and interests that were natural to the youth of the individual. 
This material was to be followed by other portions of the Greek 
and Latin hteratures, combined with the study of certain periods 
in history, all selected upon the basis of the progressive com- 
plexity of the child's interests and consequently of the objective 
materials. 

culture This idea, expanded, was given a fuller applic ation t o educa- 
tion in the form of the culture epoch theory by some of Her- 
bart's expositors, notably by Ziller. The idea in brief is that 
the stages of culture in the development of the race are paralleled 
by the stages of mental development of the individuaL Con- 
sequently, in order to follow the proper order in the psychological 
development of the child, the materials of instruction should be 
selected and arranged according to the stages in the cultural 
development of the race. The culture epoch theory, however, 
is only incidental to the idea of correlation of studies, being but 
one means for determination, not only of the order of arrange- 
ment of materials, but of their selection as well. As a scientific 
hypothesis it was never demonstrated and is now considered 
to have little validity; as an educational theory, it possesses 
some suggestive value. 
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The idea of correlation itself demands only that the materials TV tbn 
of instruction, even if classified into the various school subjects, "'"^''' 
should nevertheless be so organized that they preserve the unity 
which is essential to the development of a unified consciousness 
in the individual. In other words, the material should be so 
unified that it shall be wholly apperceived by the child as it is 
presented; and thus that it should strengthen and not, througji 
its lack of connectedness and its dissimilarity, disorganize or 
make disproportionate this many-sidedness of interests, and 
consequently weaken the character of the child. 

Herbart and his immediate followers prepared a scheme of The aw 
concentration of studies, or of the unification of all school in- '^^^ 
struction upon one central core study, either literature or litera- the co»n 
ture combined with history. Some groups of his followers, ^^ 
notably some in this country, have elaborated schemes of co- 
ordination of studies. Co6rdination does not seek to find one 
central core study, but accepts a given number. In the scheme 
of Dr. W. T. Harris, five subjects are selected for logical and 
psychological reasons, as of equal value. These are to be 
organized so that the material is arranged in a psychological 
order and that the unities between the subjects are made evi- 
dent and preserved. Various forms of concentration, based 
either on the literary and historical studies, or on nature studies, 
or, where combined with the Froebelian influence, on social 
activities direct, are frequently employed in the lower grades. 
In the higher grades few attempts, save at the coSrdination of 
studies, have been tried. 

General Melkod. — Since the early sense-realists a general The fim 
method had been sought. Herbart was the first to work this ^^J^ 
idea out in detail so that it becomes a method for the immediate identific 
process of instruction by the teacher. This method ctmsists 
in a given series of steps, determined not by the character of the 
material, but by the way in which the human mind acts and 
human consciousness expands. These steps are to be followed 
in every unit of instruction, which presumably is the recitation, 
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:ormai though particular units may be determined rather by the sub- 
'^^^^ ject-matter than by time limits. There is no particular virtue 
in these steps themselves, nor is the goal that Herbart aims at 
to be attained by the mere formal application of these steps to 
a recitation. This method is a mere form to aid in the realiza- 
tion of the great end of instruction. Of this external form, a 
successful teacher may be in entire ignorance; and even the 
teacher familiar with it should most often be unconscious of its 
use. 
basis ^The imme ^ate fimction of instruction is to furnish the mimi 
lefonnai ^t h ideas, to establish their proper relationships, to c onnect 
them or color them with good-will or sympathy tha i will lead"" 
to moral action. The concept interest, which indicates the 
activities througlT which the mind expands into the many- 
sidedness of character, can be differentiated into certam 
steps; namely, observation, expectation, demand, action. 
I "five Corresponding with these stages are the formal stq)S of 

*^ . ^ instruction, — clearness, association, system, method, — which 
tation: may be taken as the basal psychological principle of the recita- 
tion. By clearness is meant the apprehension of a single object 
— practically the observation of Pestalozzi. Ziller, who elabo- 
rated this plan of Herbart's pedagogy in its application to 
laratioii, elementary education, divided this step into two : preptfraHon, — 
the calling to mind of such older ideas as have mtimate connec- 
tion with the new to be imparted, and their arrangement in 
such an order as will explain the meaning of the new and tend 
to make lasting the impression which it makes; and the actual 
lenutioii, process of presentation so that the new will be wholly appro- 
priated. Here the concrete materials are finally br6ught to- 
gether so that a general idea is found. The third step is that 
dadon, of association, — the actual combination of the new with the 
old. This is the elementary stage in the apperceptive process, 
and this preliminary fusion is largely the work of the imagina- 

teif tion. The fourth step is system, — the complete separation 

of the general notion from its concrete embodiment in particu- 



^- 
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lars. The general concept is now to be related in a systematic 
way with previously acquired knowledge, so as to make an 
organic whole. This is the work of reflection and requires both 
repetition and deBnite form of expression in language. The 
fifth step is method or applicalion. This is the progressive < 
reflectiwi of the pupil as"heTeaIiz« the general concept gained 
through activities: the child must make apphcation of his stock 
of ideas, as rapidly as they are gamed, so far as is possible in ' 
the limited activities of a child's life. In this way the child's 
ideas develop and are fused into a harmonious and organic 
mental life, out of which grows, through suggestion and direc- 
tion, his active life. 

Herbartian influence reveals itself in a strong emphasis upon Beibaitia 
the importance of instruction and consequently upon the tech- ^^^^ 
nique of the schoolroom, especially of the recitation, rather than lutnictia 
on the general spirit as was the case with Pestalozzianism. He 
has truly summarized his system and thus indicated this influ- 
ence: "Instruction will form the circle of thought, and educa- 
tion the character. The last is nothing without the first. Herein 
is contained the whole sum of my pedagogy." 

THE FROEBELIAIT UOVEHENT. General Cbaracteris- ContrMt 
tics. — In contrast with these fundamental characteristics of J|^^^. 
the Herbartian movement, the Froebelian movement is charac- \ 
terized by an emphasis upon the importance of the child, upon 
his interests, experiences and activities as the starting point and 
means of instruction, and by an improvement in the spirit, 
purpose, "atmosphere" and morale of the schoolroom. One 
exalts the function of the teacher; the other exalts the impor- 
tance of the child. Herbart laid the emphasis upon instruc- 
tion as a means for forming moral character; Froebel upon 
the sUgiHlate d and ^ided activities of the child. To Froe- 
bel, education/ beginning w ith the srontaneous activity of ' 
the child ^id leading f rom~tEaF to ideas and permanently 
formed volition!^ interest^' wasmore hrgely ah emotional and 
volitional than an intellectual trainmg. The volititmal, not as 
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with Herbart the intellectual, character of the human mind was 
asserted to be fundamental. 

Froebel made the practical applic ation of these new ideas 
to only one stage of education^ the kindergarten. But the 
principles thginselves;' ab foimulal e J in li is more philosophical 
works, are fundamental to all stages of educajtigji. The attempt 
to make this application to^Righer stages'in the present and in 
the future is after all the true Froebelian movement. Some of 
the most profound changes in educational thought and practice 
of present times are in accord with these demands formulated 
by Froebel. Among these, two most fimdamental ones may be 
taken as illustrative. One principle is that if the materials of 
instruction are to produce a real development of the child^s 
mind and nature, theyj must be selected from life as it now b 
and as it affects the child and comes within his experience^ 
A second one is that if education is to produce the results desired, 
both individual and social, the effects of school instruction must 
relate directly to life as it now is, through the activities of the 
child that form the culmination of the process of instruction. 
These two principles are receiving general acceptance among 
the leaders in education in the present and underlie the profound 
changes that are taking place in the subject-matter, organiza- 
tion and method of school work. 

Life and Works of Froebel (1782-1852). — Froebel's early 
education was fragmentary and without definite purpose. It 
was unsatisfactory, as he later said, because there was no 
imity whatever between the subjects taught and no connection 
between the subjects of instruction and life. His youth 
was divided between university work and practical scientific 
work. He was in turn an apprentice to a forester, an ac- 
countant on large estates, a surv^eyor, and later a museum 
assistant in geological sciences. Out of all this experience came 
two fundamental results, — a profound love for nature! and a 
conviction that throughout nature one found revealed that unity 
of idea and realization that was preached in the philosophy 
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of the university but nowhere found in educ&tional work/ 
At twenty-three he was persuaded to become a teacher in the His «uij 
Pestalozzian Institute at Frankfort, and thus discovered his ^^^ 
life calling. After two years here he became private tutor to 
three boys whom he took to Pestalozzi's Institute at Yverdun, 
irtiere he remained for two years more. From this experience 
came a devotion to educational reform, for which he now further 
prepared himself by completing his university course. 

In 1816 he began his work of educational refonn, inspired to Educmtk 
this by his previous experiences. In a peasant's cottage, with '*™ 
five little children, he opened his "Universal Gennan Educa- 
tional Institute." The work was far more substantial than the 
similar work of Pestalozzi, because supported by far wider 
philosophical knowledge and by greater practical ability among 
the assistants. Its scope was far wider and was directed largely 
toward secondary studies. It was not until 1826, after the ap- 
pearance of his most general treatise, The Education of Man, ThiEda. 
that Froebel turned his attention especially to tl 
possibilities of the earliest years of childhood, 
ever been a close student of children, and had even then made 
further progress in the use of play and the spontaneous activities 
of children than had ever been done previously. 

During some e^ht or ten years of unsuccessful practical 
attempts, — one of them at Burgdorf, where Pestalozzi had 
made educational experimentation famous, — Froebel crys- 
tallized his ideas concerning the education of the earliest years. 
In 1837, in the little village of Blankenburg, near Keilhau, he 
put into operation the first of these new institutions, to which 
two years later he gave the name of kindergarten. To this new 1 be kiac 
educational propaganda, Froebel devoted the remainder of ' 
his life; for here in this virgin field the new educational ideas 
were more clearly expressed and more readily realized. During 
the period immediately following the establishment of the first 
kindergarten, the greater part of the Froebelian literature was 
produced. This literature was chiefly devoted to the practical 
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elaboration of these new kindergarten ideas and to a populariz- 
ing of the institution itself. 

The Law of Unity, or Inner-connectedness, as the Basis of 
Education. — Froebel starts from the dominant idealistic 
philosophy of Kant, Schelling, Hegel and Fichte, against which 
Herbart continually protests. The fundamental tenet of this 
entire philosophical movement was to find the explanation of 
reality and of life, in the fundamental imity of existence of 
nature and of man in the absolute spirit:^ The absolute is 
no longer matter, it is ^vself-conscious spirit/ In this self- 
conscious spirit is foimd the explanation of the origin and 
the meaning of existence — both of man and of nature. 
To Froebel this spiritual reality was the source of all ex- 
istence. \ The purpose of education was to expand the lifQ 
of the individual until it should comprehend this existence) 
through participation in this all-pervading spiritual activ- 
ity. This inner -connectedness furnished the explanation <rf 
all reality; the realization of it in the life of the individ- 
ual constitutes the aim of education. The opening paragraph 
of The Education o] Man contains the whole theory m 
essence. 
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''In all things there lives and reigns an eternal law. To him whose 
mind, through disposition and faith, is filled, penetrated, and quickened 
with the necessity that this cannot be otherwise, as well as to him whose 
clear, calm, mental vision beholds the inner in the outer and through the 
outer, and sees the outer proceeding with logical necessity from the essence 
of the inner, this law has been and is annoimced with equal clearness and 
distinctness in nature (the external), in the spirit (the uitemal), and in life 
which unites the two. This all-pervading law is necessarily based on an 
all-pervading, energetic, living, self-conscious, and hence eternal Unity. 
This fact, as well as the Unity itself, is again vividly recognized, either 
through faith or through insight, with equal clearness and oomprehensiTe- 
ness; therefore, a quietly observant human mind, a thoughtful, dear human 
intellect, has never failed, and wUl never fail, to recognize this Unity. 
This Unity is God. All things have come from the Divine Unity, from God, 
and have their origin in the Divine Unity, in God alone. God Is the sole 
source of all things. In all things there lives and reigns the Divine Unity 
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God. All thin^ live and have theii being b and tbrou^ the Divine 
Unity, in and through God. All things are only throu^ the divine efflu- 
ence that lives in them. The divine effluence that lives m each thing is 
the essence of each thing." 

The intense religious feeling that pervades all of Frocbel's RelWow 
writings thus finds its explanation. It is not something extra- SS^ 
neous — tacked on as it -were. It is the very breath of life of his 
system. Every being or reality participates in this essence and 
to that extent is capable of revealing it or, if conscious existence, 
is capable of attaining to it. Hence every object of nature can 
reveal God. The object of education is the realization of this 
destiny, the development of this essence into unity with the 
absolute. 

This law of unity bad certain fundamental practical Pncticd 
relations to education with Froebel. From his belief in the ^^S*' 
reality of this unity Froebel drew his belief that nature revealed on the 
God to the child; hence there proceeded both his (emphasis ■'**°'™* 
upon the use of natural phoiomena and nature study with the 
child and his symbolic presentation of this material.) He saw (o Vatn 
the unity in organic life, and thus became one of the earlier ^f^* 
advocates of the theory of organic evolution; from this be was tfanuy* 
led to place an altogether new emphasis upon the study of nature, ^^^^. 
of botany, zoology, etc., by the child. He believed that the same \p<i*^ 
tmity was to be foimd in the inorganic worid and that it became ^d n^ 
a symbol to the child of all the higher unity of thought and life-i uwof tw 
Consequently from this conception he derived his ideas of the X^^: 
use of the " gifts " in the kindergarten. In that which he drew 
from his own feeling of the imiversal as expressed in inorganic 
forms, — as in crystals, — there is much that is fanciful; the 
more so when the fundamental philosophical thought is not at (4)ti>eit 
all understood. Between the mdividual and the race, which j!^J2< 
form in reality but one great organic life which the school should Ai« • 
epitomize, is to be foimd a higher unity. The school thus be- ^^^ 
comes an association for the child wherein he discovers in a »doim« 
simplified and idealized form all the relations of society. The 
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as the instrument of individual development is thus revealedj 
In the life of the individual there is the same unity; that betweeif 
the stages of infancy, childhood, youth, manhood, which is so 
set at naught by the school m its failure to comprehend this 
unity that education itself becomes but a form. Even more 
thoroughly than did Herbart, Froebel recognized the unity and 
the organic connection between the various subjects of study 
as a basis for a necessary reorganization of the school curricu 
lum. Hence the theory of correlation of studies has received 
support among Froebelians, though with no adherence to 
particular schemes, as among Herbartians. In a similar way, 
this law of inner-connectedness gave to Froebel his conception 
of mental growth and led to an emphasis upon the unity of the 
knowing, feeling and willing activities. This view is much 
nearer the modem scientific theories of the nature of the mind's 
gro\<rth and activities than is the Herbartian psychology. 

At every point Froebel found a unity between thought and 
life, which is to be developed by education. Education becomes 
the continuous progressive adjustment of the individual to the 
larger life, which is his by destiny and in which he must find his 
true self. 

Development as the Process of Education. — The philosof^- 
cal idea of unity demands as its accompaniment the idea of con- 
tinuity of generation of all things. The individualism of thf 
period of Rousseau gives way to the idea of organic imity and 
development. The scientific expression of this dominant idek 
is given in the theory of organic evolution. This idea FroebcJ 
seized and, first of all, applied to education. It is this that i! 
found in his theoretical statements concerning the nature and 
process of education, and gives deeper meaning to the use of the 
gijts and the concrete activities of the schoolroom. The primary 
principle in both is that each following activity includes each 
preceding and earlier one. Evolution is the tendency of this imitj 
to work itself out into the manifold expressions of spirit and oJ 
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the accompanymg phenomenal expressions Thus education is '■ 
but a phase of the general process of evolution; it is a develop- 
ment by which the individual comes into realization of the life ' 
of the all-encompassing unity of which he b but a unit; a | 
development by which his life broadens until it has related itself 
to nature, until it enters sympathetically into all the activities of 
society, until it participates in the achievements of the race and 
the aspirations of humanity. . ' 

The essential idea of the Educalion oj Man Froebel states as 
follows: "God neither ingrafts nor inoculates. He develops 
the most trivial and imperfect things in continuously ascending 
series, and in accordance with eternal, self-grounded and self- 
developing laws." Education is but the realization of the 
evolutionary process in its highest stage as revealed in the 
individual human being. Thus Froebel, first of all, states 
the view of education which is yet to prevail. 

Self-activity ai the Method of the Process. — In emphasizing 
the principles of self-activity as the method by which this 
development proceeds Froebel again indicated that he partici- 
pated in the dominant thought-life of the early nineteenth 
century. He was moreover the first to make application of these 
ideas, common to philosophy and to science, to the problems 
of education. In the department of scientific thought the old 
idea of the hard-and-fast classification of forms of life had given 
place to a more general belief in the idea of development of 
lower forms into higher and of the connectedness of all forms 
of life. In this respect the general introduction of the term 
biology to indicate a general science of living forms is sig- 
nificant. At this time (1802-1S09} Lamarck had advanced his 
theory that the higher forms of life developed from the lower, 
through the use and disuse of organs. This was but a special 
application of the principle of self-activity. Previously, evolu- 
tion had been explained by such scientists or philosophers as 
believed in it by the varying influences of external conditions, 
such as climate. With Lamarck, the organism itself became the 
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chief factor. As the use of the arm or of any particular muscle 
of the body will produce a corresponding development, so the 
eflFort of an organism to use any organ in a particular direction 
will produce a corresponding development; and conversely, 
its disuse will cause a proportionate atrophy. 

The prevailing philosophy of the times, especially as Froebel 
accepted it, held that there is a fundamental unity in all things, 
a permanent principle in all changes and forms of life. There 
is a single formative energy which reveals itself in nature, that 
is in external life, as force, and in consciousness of the inner 
life, as mind. This energy, as intelligence in the individual, 
builds up for itself its own world. The self — the mind — is 
not so much possessed of activity as it is activity. Throu^ 
this activity it realizes itself, builds up its own world, becomes 
conscious of itself, and works out its own destiny. This is true 
both in the intellectual and moral application. 

In his early educational work, Froebel realized the signifi- 
cance of this principle when applied to educational method 
At Keilhau in 1825 a hostile government inspector had been 
compelled to comment as follows: — 

''Self-activity of the mind is the first law of this instruction; therefore 
the kind of instruction given here does not make the young mind a strong 
box, into which, as early as possible, all kinds of coins of the most differmt 
values and coinage, such as are now current in the world, are stuffed; 
but slowly, continuously, gradually, and always inwardly, that is, according 
to a connection found in the nature of the human mind, the instruction 
steadily goes on, without any tricks, from the simple to the complex, from 
the concrete to the abstract, so well adapted to the child and his needs thaf 
he goes as readily to his learning as to his play." 

A few words further will indicate somewhat more clearly 
the educational significance of self-activity as the principle of 
method. Froebel emphasizes at every point that self-activity 
is the process by which the individual realizes his own nature, 
by which he builds up his own world or representation of the 
external, and by which it unites and harmonizes the twa 
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Thus the life of the individual is the process: (i) by which he 
knows nature, or the objective world ; (3) by which be comes to 
know his own nature; and (3) by which he becomes a part fA 
the life of both nature and humanity. In all of this the individual 
has determined his own activities and is free. So far as he 
works under compulsion of external force he fails to realize 
this unity. 

Self-activity is activity determined by one's own motives, The ut 
arising out of one's own interests, and sustained by one's own * t^ t 
power. It alone can produce this evolution of mind, it alone 
can secure that which is held to be the aim of education. Such 
activity b in a way compelled, since it is in response to the 
inherent nature of being and of the individual ; but as the in- 
dividual responds only in obedience to the force felt within 
his own nature, and not to one from without, such activity is 
free — it is selj-&cii\\ty. Because such actiWties are free, and 
at the same time take place according to law, — the laws of 
one's own nature, — it is possible to formulate them and to 
accept them as a guide to all educational work. Thus it follows 
that all processes of instruction must start from or originate with jnttnictl 
this volitional interest of the child. Beginning with hb spon- ^"^ 
taneous activities, action may be sustained and may be stimu- dwintcn 
lated toward certain ends that have far more permanent value J?^J^ 
than such activities undirected or uninfluenced. 

Not only does the tendency inherent in the child's nature Fscmaa 
relate to conduct and action, but the child reveab the same J!'^?^ 
spontaneous effort to indicate its conception of things, to reveal Oe »Aa 
the processes of its own mind. It attempts through this revela- 
tion to bring about a harmony between the world of thought and 
the world of external reality. Such spontaneous efforts con- 
stitute self-activity, and give to the teacher the opportunity 
for instruction; that b, for creating a fuller harmony between 
the inner and the outer, between thought and the external world, 
than the child unaided would be able to do. Thus for the 
school, self-activity means thb desire of the child to enter into 
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the life of others and the life around it; the desire to help, to 
find out, to discover, to participate in conunon activities, to 
create, to discover the identity or connection between itself and 
the activities and processes of others — the discovery which 
constitutes knowledge. 

Education is not a preparation for a future state. This life 
which the child seeks to enter is not the adult life, but' the life 
around him. Education finds its meaning in the process, not 
in some condition remote and only real through the imagination. 
The aim of education is development, the process of education 
is development. In so far as the child enters to the full extent 
of his powers and his nature into unity with the life around him, 
the development of the present is secured. The development 
of the future is measured by the same standard. The aim of 
education is thus realized as fully in the child as in the adult 
By basing education upon the activity of the child and gaug- 
ing education by the child's self-activity, power of execution 
is developed to the same degree and in the same connection as 
the other acquisitions. There is no hiatus between knowledge 
and action; no conflict between theory and practice; no dis- 
crepancy between profession and deeds. 

Influence of Froebel on Educational Practice. — The school, 
to Froebel, was a place where the child should learn the impor- 
tant things of life, the essentials of truth, justice, free personality, 
responsibihty, initiative, causal relationship, and the like; 
not by stud5ang about them, but by Uving them out. Accord- 
ing to the fundamental idea of unity, the school was to be an 
institution in which each child should discover his own indi- 
viduaUty, work out his own personaUty and develop his power 
of initiative and of execution. He was to do this through 
cooperation with others in similar endeavors, in work where 
interest was shared by all, responsibility borne by all and 
rewards enjoyed by all. Mutual helpfulness was a constant 
motive. The school, as the world, was to become a unified 
organism in which the units of developing individuality were to 
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6nd their perfection throu^ participation in the life of the 
world. Thus the school becomes a miniature society. Edu- 
cation becomes a phase cd life, not as a preparation but as an 
epitome. 

Instruction b no longer synonymous with education, nor even lutruu 
with school work. It becomes the middle term of a process ""vni 
which starts from the child's spontaneous activities and native educatk 
interests and tenninates in some creative use or tangible ex- 
pression of the knowledge imparted by instruction. Upon the 
native tendency is thus grafted a habit or custom, a mode of 
activity and of thought, which is approved as a desired educa- 
tional end. Thus education seeks neither to eliminate nature, 
nor to leave it severely alone, but to help nature, — to guide it 
to ends higher than those it would reach unaided. 

Play. — As the most characteristic spontaneous activity of piiyan 
the child, play becomes the basis of the educational process in 2^' 
the early years. Resulting most directly from the native inter- i^tobe 
ests of the child, play furnishes the best natural stock upon S^j^ 
which to graft the habits of action, feeling and thought approved 
by the educator. It is throu^ play that the child first repre- 
sents the world to himself. Consequently it is through play that 
the educator can give to the child the interpretation of life which 
he seeks to impart. Through it he can best introduce him into 
the world of actual social relations, give him the sense of inde- 
pendence and of mutual helpfulness, provide him with initia- 
tive and motivation and develop him as the individual constitut- 
ing a unit in the social whole. Froebel did not stop with the 
theoretical demonstration of the educational value of play; he 
realized his ideas in the practical procedure of the kindergarten. 

Educational Value 0} Handwork. — Analogous to the use Muuui 
of play b that of all forms of constructive work. As a motive ?^^ 
representing the same spontaneity as play, as an activity repre- wlf-acti 
senting the concrete constructive process of making real an ^^^ 
idea or a process of instruction, constructive work might form 
both the beginning and the end of the educational process. 
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Industrial training had been recognized as a phase of education 
by Rousseau, but upon social and economic grounds. Pesta- 
lozzi introduced object study and manual activities largely 
from the receptive point of view, that of imparting knowledge, 
or at best that of developing the sense-perceptions. Fellenberg 
made these more practically effective than had hitherto been 
ipariaon done. Yet he hardly seized more than the social and economic 
onrtruc- ^nport. On distinctly educational grounds, Froebel gave to 
work in all manual and industrial training and to all forms of construc- 
tive work the place which they are coming to occupy in modem 
schooling. Through them the child was to develop power, 
since each activity was to the child but an expression of some 
idea or purpose gained through instruction. The use of any 
object or material or bit of information introduced into the 
school is to find out what the child can do with it. Thus, in a 
broader sense than with Herbart, all culminates in application; 
in a broader sense than with Pestalozzi, all school work is 
constructive, 
icationai The great significance of constructive work, however, is 
^^^ foimd in the principle that education is but the development 
k of the power to give outward manifestation and expression of 

the inner self. Creation with the hand is not the highest ex- 
pression of this. But the development of the ability to give 
such material manifestations of ideas forms a basis of the 
higher power of expressing the intellectual, moral and spiritual 
life in action. When crystallized into habits, character is 
produced, 
cational Nature Study in the Schools. — Here again Pestalozzianism 
restudy ^^^ Froebelianism, as well as other minor streams of educational 
thought, converge. What has come to pass in the actual study 
of nature in the schools is a resultant of them all. But with 
Froebel the basal principles underlying this study are quite 
different from those held by others. Least important of all, 
with him, was the simple knowledge of the facts of nature; 
most important of all was the moral improvement, the religious 
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uplift, the spiritual insight, which the child got from association Amuci 
with nature. As a source of natural interests and as affording ^^^^ 
opportunity for varied activity, nature study retains a place in 
elementary instruction as influenced by Froebel, altogether- 
aside from either the value of the facts tau^t or of the sym- 
bolical spiritual import. As suggesting material for reading, 
writing, language work, constructive work, number work, 
nature study has come to play an important function in the 
school. Even when all of these ideas concerning the function Tbe tu 
of nature study are rejected, Froebel has influenced fundamen- ^^ 
tally the conception of this study as it is conducted in all grades, concepti 
For it is no longer nature analyzed and dissected according '*"' 
to the old formal classificatory science, but it is nature as life 

— the plant as developing, the animal as acting, the organ as 
functioning — that is studied. While the symbolism is antago- 
nistic to the modem scientific attitude, yet in the conception of 
nature, and of the value of science, and the use made of it in 
the school, it is quite in harmony with the modem scientific 
view. 

The Kinde^;arten. — The fundamental thought of the kinder- Tkte 1 
garten is to aid the child to express himself and thus produce ^^^^i 
development. To accomplish this he must start from his native fint m« 
interests and tendencies to action. The work of the school ^^^^ 
must be based wholly upon "self-activity" and must culminate g^w 
in the expression or use of the ideas or knowledge acquired in 
the process of the activity. The primary aim is not acquisition 
of knowledge, but growth or development, in which knowledge 
functions merely as a means to an end. Knowledge is, as it 
were, a subordinate or by-product; yet always essential, it 
growth is to be secured. Both the acquisitive and assimilative 
processes — exalted into ends in all previous school procedures 

— are here wholly subordinated. Both appear in every com- 
pleted educational process as stages preliminary to, or inci- 
dental to, the expression or constructive process. 

The f omis of expression of the child's feelings and ideas which 
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utioDs Froebel seized upon as of importance in this training i?ere 
'^^. (i) gesture, (2) song, (3) language. So far as possible these 
sBion means were to be coordinate. The story, for example, when 
told by the teacher, was to be expressed by the child, not only 
in his own language, but through song, or gesture, or pictures, 
or construction of simple articles from paper, clay or other 
convenient material. In this way ideas would be given, thought 
stimulated, the imagination vivihed, the hands and eyes trained, 
the muscles coordinated, the moral nature strengthened through 
the effort to put into concrete objective form the hi^er motives 
and sentiments aroused. The chief materials of the kinder- 
nate- garten, aside from the songs, the MtUter und Kose4ieder^ 
^^artcn ^^^^^^ Organized into a series of "gifts and occupations." 
ction These are introduced gradually and in order. As the child 
becomes familiar with the properties of the one gift or the 
activities called forth by the occupation, he is led on to the 
next, which grows out of the preceding, each introducing new 
impressions and repeating old ones. The distinction between 
the gifts and occupations, though commonly made, is an arbi- 
trary one. Froebel himself called all the activities occupations, 
and the materials for them, gifts. But the distinction seems to 
bring out a most prominent tendency in the development of the 
Froebelian principles; namely, that a much greater stress has 
come to be placed upon the occupations than upon the gifts. 
While Froebel rendered the greatest service to education in thus 
nuous transforming his principles into concrete schoolroom procedures, 
kvciop- y^^ ^^ ^s evident that many of these, including the songs, were 
appropriate only to his age and to the people with whom he 
was familiar. To keep his principles effective, modification 
may be necessary in the present and future, 
ical EFFECTS OF THE PSYCHOLOGICAL MOVEMEIITS ON 

Y^' SCHOOLS. The Pestalozzian Influence. — Both at Burgdorf 
lozzian and Yverdun, Pestalozzi's institute was frequented by numerous 
^ investigators, pubUc men interested in education, students, even 
groups of students, from various countries of Europe. The 
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institute had been made a normal school, subsidized by the Swiss 
government. Later, Festalozzian institutes were founded in 
Madrid, Naples and St. Petersburg. The monarchs of Russia, 
Prussia, Austria, and of the Italian states were personally inter- 
ested in the reforms; and, as Pestalozzi said, any hedge school- 
master, in order to succeed, had but to proclaim the use (rf 
Pestalozzian methods. 

Nevertheless the popular introduction of the new ideas was Check 
very slow. This was due partly to the reactionary political ^^ 
policies then dominant in most European countries. The new early i 
educational ideas, outgrowths as they were of the teachings of ^^ 
Rousseau, were ever associated with revolutionary propaganda. 
Outside of the German states little progress was made until 
after the Revolution of 1830. Then in France, especially 
under Victor Cousin, minister of education, great advance was 
made, especially in the training of teachers. 

Among the German states Wurtemberg first fell under the Pett"! 
new influence. During the first decade of the century Pesta- [n„^, 
lozzian enthusiasts had been appointed school inspectors and ""o f" 
principals of normal schools. Prussia followed. The philoso- «di^ 
pher Fichte, in his address to the German people after the 
defeat at Jena in 1806, pointed out Pestalozzian education as 
the means of regeneration for the nation. The minister of 
education and the royal family were deeply concerned in the new 
educational movement. Picked young men were sent to Yver- 
dun, and through them and the German assistants of Pestalozzi 
the new ideas were incorporated in the training of the teachers 
for the Prussian elementary schools. 

Much of the Pestalozzian influence exerted on the United Biilr 
States came through England. To this fact is largely due the ^^ 
fi^-inal and even superficial character of much of American United 
Pestalozzianism, relating as it did to petty methods. How- ^'•*** 
ever, not all of it was of this character, for the movement for the 
training of teachers, as well as the character of this training, were 
outgrowths of the Pestalozzian ideas. From the time of Neef, 
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one of Pestalozzi's assistants, who was induced by a philan* 
thropic American to settle in Philadelphia in 18089 sporadic 
instances of the transplanting of the new ideas occurred. The 
translation (1835) ^^ Cousin's Report on the State of Public 
Instruction in Prussia, which did so much for the reform of the 
French schools, had great influence upon educational leaders in 
oracc America. From the results of the reform movement, especially 
^nj as he saw it in Germany, Horace Mann drew many of his ideas 
and much of his inspiration. His SeventK Annual Report, 1846, 
one of the most influential educational docimients ever published 
in America, embodies the results of his personal investigation. 
The most specific source of this influence, however, was what 
ttwego is known as the Oswego movement, begun in i860. The ideas 
^' underlying this movement came indirectly from the Mayos in 
England and centered largely about the use of objects as the 
basis of instruction. The result was a previously imJaiown 
attention to the technique of instruction and to the details of 
special method. Such was the chief characteristic of normal 
school instruction during the generation following. Hence it 
comes that, for the most part, our schools are yet upon the 
Pestalozzian basis. However, the special methods of applying 
these principles have been much improved. 
«aan One Other practical effect of the Pestalozzian method on 
^ * schools deserves at least mention; that is the new basis which 
«»a! it gave for the care of social dependents and defectives, es- 
^jj pecially paupers, semi-criminals, deaf mutes and the blind, 
wle From Pestalozzi's institutions for the poor sprang the agricul- 
tural colonies, especially those for juvenile offenders. The in- 
dustrial occupations furnished a reformatory element hitherto 
wanting in criminal punishment. Guided by the principles of 
his master, one of Pestalozzi's assistants established a school for 
deaf mutes. The method of object teaching introduced hitherto 
unknown possibilities of developing such defective classes, while 
the industrial element gave them the prospect of economic 
independence, which was both a great gain for society and a 
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basis for self-respect and self-confidence hitherto denied these 
unfortunates. From these methods have developed modem 
methods of education of these classes. 

the ^rbartian Infloence being, as we have noted, largely Spread n 
one of principle, is not to be traced with any exactitude. The niethock 
Herbartian propaganda, however, furthered as it had been by Hmn^^ 
groups of educators devoted to the popularization of his thought, leaden 
is readUy described. It is the former which has specific interest 
in the history of education. Here, however, we must be con- 
tent with indicating the extent to which Herbart's thou^t has 
entered into the educational consciousness of to-day as that 
consciousness is determining, in a practical way, the work of 
our schools. Undoubtedly, in this sense, the Herbartian thought 
has entered very largely into the best work of the ordinary 
school, for the progressive teacher everywhere, however uncon- 
scious he may be of the ultimate origin of those induences, 
shares to some extent in the educational purposes and en- 
deavors of the time. 

The establishment of pedagogical seminaries and experi- uiii*enit 
mental or practice schools in connection with the universities j^^""*" 
was one of the more important educational works of Herbart. ud prac 
The seminaries at the Universities of Jena, Leipzig, and Halle "^""^ 
were the more famous of these, and especially developed the 
Herbartian doctrines and applied them to practical work. At 
the former place, first Professor Stoy, later Professor Rein, have 
done most in applying these principles to elementary school 
work through the elaboration of general and special methods. 
It is from this course that the American influence has proceeded. 
From Professor Tuiskon Ziller, at Leipzig, came the more in- 
dependent development of Herbart's original doctrine, especially 
the elaboration of the culture epoch theory and of the theory 
of concentration of studies. Around these and similar Her- Herb«wti 
bartian principles has grown up a very extensive literature, ^i"*" 
From these two universities have gone out the most wide- tchaoi* 
spread influences, through trained teachers and instructors in 
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normal schools and universities. Through these combmed 
means the German schools have responded to these more 
advanced ideas, and have, so far as the character of instruction 
is concerned, reached a higher degree of excellence than any 
other schools. 
*»rt**n In the United States the dates of publication of the Her- 
ije bartian literature (c. 1890-1900) will indicate the recent origin of 

^ the movement. Though there were many other contributing 

forces, a most important one was the Report of the CommitUe of 
Fifteen on Elementary Schools y made to the National Educational 
Association in 1895. The aim of this report was to unify the 
work of the elementary school, to find a basis for that unity in 
a curriculum embodying some form of correlation of studies, 
and to prompt to better methods of instruction. A similar re- 
port five years earlier by a "Committee of Ten" aimed to per- 
form this work of unification for secondary education, and to 
• bring about a closer articulation of elementary, secondary and 
higher education. Through such means a very general in- 
fluence is being exerted on the schools of our country toward 
placing the character of instruction on a higher basis than that 
reached through the Pestalozzian movements of some half cen- 
tury ago. 
encc of The Froebelian Influence. — The influence of the Froebelian 
^ principles is practically c5extensive with the most important 
from educational tendencies of the present time.' The application 
"*"" which Froebel himself made of his principles to the kinder- 
jTgartcn garten is being made by others to more advanced phases of 
education. All that can be sketched here is the spread of the 
kindergarten as an institution, 
tinder- In Germany a number of institutions similar to that at Keilhau 
^ were established before FroebePs death. But in 1851, a year 
before that event, kindergartens were prohibited by the Prus- 
sian government on account of their supposed revolutionary 
. character. The Baroness Bertha von Marenholtz-BUlow, to 
whom the actual popularization of the kindergarten was largely 



e 
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due, transferred her activities, for the time being, to England. 
Though the Prussian prohibition was removed after ten years, 
kindergartens have not yet been incorporated into the Prussian 
school systems. While many private ones exist, they are not 
considered schools : their teachers do not have to comply with 
the standards required of elementary teachers, and, though 
they are under the supervision of school inspectors, they may 
not teach anything which will duplicate the work of the ele- 
mentary schools. Consequently there has been comparatively 
little development of the kindergarten idea. 

France best illustrates the extensive development of schools in rrw 
for very young children. But these infant schools — the 6coles 
maUrneUes — arc rather a development of the infant school 
movement than of the kindergarten. Only to a slight degree 
' do they embody the principles of Froebel. While these schools 
have developed for the most part since the War of 1870, and 
while their establishment is optional with the communes, yet 
in them are trained half a million children of the ages from two 
to six. 

First introduced into England in 1854, and advocated by a in Engi 
number of prominent men, such as the novelist Dickens, the 
kindergarten was established only in a few instances and then 
as a private institution for the wealthier classes. Not until 
1874 did the ideas of the kindergarten begin to modify the 
work of the infant schools (see p. 385), which by this time had 
been incorporated as a part of the public school system. It 
was the procedure and methods rather than the principles and 
spirit of the kindergarten that were grafted on to this dominant 
institution. . 

The first kindergarten in the United States was established L tbe 
by Elizabeth Peabody in Boston in i860. In the next ten years V"^^*^^ 
a number of private kindergartens were established. Under the 
leadership of Dr. W. T. Harris and Miss Susan Blow, — among 1 
the most prominent Froebelian exponents in this country, — ' 
the kindergarten was first made a part of the public school 
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I system in St Louis in 1873. Since that time the movement 
i has developed until there is scarcely a city of any size but what 

has incorporated the kindergarten as a component part of its 

public schoob. 

SUMMARY 

, y The psyc hologicaljendency in education was the reduc^^^ ^^ »*»7 paja- 
^^/raHsUc^moxement tfi.sdoitific principle and to practical schoolroom pro - 

tj cedure. Its leading exponents attempted a reoondliation, in philosophical 
terms, of the old education of effort with the new education based on natund 
interests. Various attempts were made to work out a psychological basb 
for education. Many of the early attempts were empirical; more recentlj, 
the development of the science of psychology has rendered possible a more 
scientific basis. | Other practical characteristics of the movement were 

' (i) the new attention paid to method; (2) a new desire to base educational 
^ , procedure upon a knowledge of and sympathy for the child; (3) ^ new 

j: interest in elementary education; and consequentiy C4) a new emphasb 

I upon the possibility of universal education. The great eighteenth century 

tnpresentatives of the movement were Pestaloszi^ Herbsurt and FroebeL 
^>^With Pestalozzi and his followers, education was considered to be die hkr- 
^ Imonious natural development of the child, inte llectu ally, morally and physa- 
jcailyy^The possibility of thus developiog a pexfected personality in all 
gave a new meaning to popular education as a measure of social refomt 
But such an education had littie in common with the old education of ac- 
•quisition of knowledge, which perpetuated social classes and the degrada- 
j jtion of the masses. The idea of education as organic development gave a 
; /new meaning to educational means and method. With Pestalozzi, the 
I / subject-matter of education came to be^chosen more largely from the imme- 
' f diate environment of the child and to be used largely for the development 
/ of the power of sense-perception. Principles of method demanded the 
/ analysis of subject-matter into its component parts and an observance of 
I the inductive method in proceeding from the simple elements to the mastery 
I of the complex topic or subject. The school was to be modeled after the 
\ home; the teaching process to be controlled by a sympathetic understand- 
ing of child nature. H erbart and his followers laid chief stress upon_ the 
moral aim in education .~ jC^n^ l of conduct was to be secured thro uS 
ideas. _T hus the instructive process, including both the selection of material 
^ ^ and the process of uniting this new material with the previous experiences 
J A of the child became of supreme importance. These ideas were based upon 
' a psychology, scientifically elaborated, in which the process of apper- 
ception and the control of interests were the chief theories. As a rauh 
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the HerbartiEms elaborated a theory of subject-matter based on the epochs 
oj cultural development; a theory of the organization of the curriculum 
txised on the correlatiut of studies, and upon the unity of experience 
and of knowledge; and a dieory of a formal method baaed on a knowled^ 
of the psychical process. The Herbartian influence exalted the teacher 
aod the instructive process. The Fjjie be liap tcndeicy laid chief emphasis 
upM) the importance of the child, upon self-activity as the basis and method 
of all instntctioD, upon natural interests as the initial point of all instruc- 
doo, upon play, constructive work and study of nature as the chief means 
of instruction. The Froebelian philosophy is in accord with the chief 
principles in recent edicational thought. These are (1) the supreme im- 
portance of natural interests in the selection of subject-matter and in the 
process of study; (a) the necessity of giving to all such learning processes, 
once begun, a social meaning drawn from present life; (3) the importance 
of having all such instruction processes terminate in acdvi_^ as directly 
as possible; in other words, of giving all education processes a spdal and 
hence moral and practical meaning. Present educational thou^t is 
largely a synthesb of Herbartian and Froebelian ideas, in which the latter 
are more m accord with prevailing phiktsopbical, psychological and scxn- 
tific tbou^t. 



CHAPTER Xn 

THE MODERN SCIENTIFIC TENDENCY 



scien. GENERAL CHARACTERISnCS. — It wiU be recalled that 
r u the th^ sense-realists of the seventeenth century represented, the 
tinuation < beginnings of modem science. There is no break in the develop- 
ism. ment of this scientific thought; but conditions gave unprece- 
dented importance to the scientific tendency in educadoo 
from the opening of the nineteenth century. Among these cod- 
ditions were the great development of the physical and biological 
sciences, the influence of the naturalistic tendency in exalting 
the value of contact with nature, and the inadequacy of the old 
humanistic education as a preparation for modem life. The 
influence of the psychological tendency, especially of Pesta- 
lozzianism as object teaching and training of the sense-j)ercep- 
tions, was also marked. 
• two The dominant characteristics of the modem scientific tendency 

„j^ in education were the same as those of the sense-realistic tend- 
ency. These were: first, the emphasis upon the importance of 
the content of studies and of the knowledge of the phenomena 
of nature; and, second, a recognition of the transcendent value 
mincnce q{ (he inductive method of study. The immediate educaticMial 

he saen- 

move- response in both of these respects was due chiefly to the devdop- 
1^ ment and better organization of the natural sciences, 
jmark- A survey of the development of the physical and biological 

it1^°^ sciences from the sixteenth century to the present time will be 
er or- most helpful in throwing light upon the development of present 
oaturi^^ educational thought and practices. Such a survey cannot be 
ices made in the brief space of this text, but the material can be 
gleaned from the various histories of science. 

3SO 
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It b not until a subject of human interest or aspect of human 
experience receives a definite logical formulation that it can 
demand a place in the instruction of the school. The perfec- 
tion of organization of grammatical, linguistic and mathematical 
studies made it difficult to effect any change in the organization 
of the school curriculum. There resulted a prolonged stni^le 
against the prevailing disciplinary or classical-mathematical 
education for the recognition of the sciences. This produced a 
most extoisive literature, which can be noticed here only by 
the discussion of two or three of the most notable movements 
and the work of two of the most notable representatives. 

EDUCATIOnAL DEMAITDS OF HODERU LIFE. — Among ConSid 
Teutonic educators, the opposition to the dominant disciplinary »'*'i'^i 
education has been based upon psychological and philosophical tkw ol 
grounds. Consequently it has centered around the question of "*"<=••'"' 
method. Among the English-speaking peoples the opposition Demand 
has been based largely upon practical and "common-sense" JJ'™?'!^ 
grounds, and has centered more around the question of subject- bued 
matter. The chief argument for the general introduction of the Jl^J^^' 
sciences into the curriculum and for a complete revolution in mbject- 
the character of education has been based upon the demands """^ 
made by modem life. 

The movement of th 
led by enthusiastic and well-designing reformers. They were 
not men of any broad scientific reputation or knowledge, such as ccotse 
later appeared in Spencer and Huxley, or men who had any ^?.^ 
such fundamental grasp of the educational problem as had Khooi" 
Herbart or Froebel. Most prominent among the English re- ^^?"' 
formers was George Combe (17S8-1858), who represented a Britain 
considerable body of influential followers and headed a move- 
ment of practical reform of great influence. 

Two general lines of argument were followed by these eailier 
advocates of science. The first was based upon the distinction 
which they made between "instrumental" knowledge and posi- 
tive knowledge. " Instrumental " subjects were those which 
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ed upon f umished the means to gain further knowledge. The latter alont 
^^ had intrinsic worth for the individual. The former included all 
i«ct» the linguistic and much of the mathematical knowledge. Thus 
jis and languages, grammar, writing, much of arithmetic, algebra, and 
i«^ °' all of pure mathematics merely provided means for obtaining a 
th knowledge of the physical, intellectual, moral, social, political 

and religious world around us. Such knowledge was essential 
to the individual in regulating his life and promoting his own 
and the social welfare. These reformers argued that the 
dominant disciplinary education of their day directed all atten- 
tion to subjects that were merely instruments and never reached 
the subjects that really gave one the knowledge necessary to 
make life successful, useful and happy. 
iadpKn- In their second line of argument the early advocates of a re- 
* value formed curriculum considered education from much the same 

he sd- 

» point of view as did the disciplmarians. Education should not 

only give to the individual such knowledge as would enable 
him to perform intelligently the various duties of life, but it 
should give the best possible training to all of his mental faculties 
in order that this great end might be attained. The old faculty 
conception of the mind prevailed, as did also the idea that it 
was a function of education to train these faculties. 
at con- The more recent form of the view that the knowledge of value 
|^„ j^ in education is that demanded by modem life may be sum- 
present marized as follows: The elements which now enter into culture 
are very different from those of a few hundred years ago. New 
literatures have developed to vie with those of the Greeks and 
Romans; the arts have been perfected beyond the dreams of 
the imagination of those ages; new sciences have been created; 
and there now exists a knowledge of nature and of her forces 
that in comparison with the interpretation of preceding cen- 
turies seems most exhaustive and positive. Consequently it k 
necessary to define anew the liberal education. Studies are no 
longer considered to be liberal in proportion to their remoteness 
from practical bearing, but, on the contrary, in proportion to 
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their direct relationship to hfe. A hberal education is one me new 
which fits a man so well for his profession, for his life as a *^^r^' 
citizen and for all of his activities in life, that he is very much e lucatio 
broader than that profession, seeing the import of his life in 
institutions. Civil, mechanical, chemical engineering, the prac- . 
tical application of any of the sciences, may become learned \ 
professions. If the individual is so equipped with a knowledge 
of the fundamental sciences that he is perfectly "free" through 
his mastery of his subject and "free" in the life that grows out 
from and is based upon that profession, the preparation for 
this may in itself offer a liberal education. Such an education 
must contain more than the mere rudiments or the technical 
instruction necessary for a practitioner in these arts; it must 
include a thorough mastery of them. For such a career the 
study of the French and German languages, contributing as Subjects 
these literatures may in the broadest manner to one's success '**^?^ 

^ a liberal 

by opening to him the experience of other peoples of advanced educatic 
civilization, is far more liberal than the ordinary instruction in **** p^ 
Greek or Latin would be. Similarly the social, political and 
economic sciences, contributing as they do a knowledge of the 
complex activities, interests and forces of modem social life, 
are liberal in the sense that the old disciplinary use of mathe- 
matics could not be. True, a man in such lines of scientific 
activity would need a most thorough course in mathematics. 
But the purpose of such study would be entirely different from 
the disciplinary aim, as would also the materials of study and 
the method. 

A liberal education is one containing the best culture material The nc? 
of the life for which it is designed to prepare; and it is liberal ^**^ ' 
only to the extent that it includes these materials. The natural educatio 
sciences most largely contributed to the culture of the nine- 
teenth century. In a similar way the social sciences are now 
being developed, with much of inspiration, purpose and method 
borrowed from the natural sciences. Every aspect of life and 
thought of the present age has been modified and given its tone 
8a 
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and color by the development of the natural sciences. TheI^ 
fore, an education that constitutes a liberal preparatioiL for 
present life must include a large element of these studies. 
essity for But since it is impossible that every youth to be educated 
1^ should master even the rudiments of all these sciences in addition 

to much of the old material, the representatives of this view of 
education have usually contented themselves with demanding 
freedom of choice in the selection of studies and the recognition 
by educational authorities of the equivalence in value of the 
sciences in the course of study. 
I de- With the prevalence of such a conception of a liberal educa- 

^f^Ae ^^^^ ^^^ ^^^ ^^ organization of its subjects, it will be possibk 
rai edu- for the Ordinary practitioner in any of the professions to com- 
^ bine a liberal with a professional or technical education. So 

long as these two types of education are kept so entirely distinct 
that the person who has the one cannot have the other, and so 
long as the liberal education is restricted to the mastery of a 
few subjects to which the majority of men who enter the intel- 
lectual callings in life cannot devote time, it must follow that 
the great majority, even of those who lead and who sustain the 
life of a commimity, will continue to be denied the privileges of 
a liberal education. 

In England the men who have contributed to the establish- 
ment of this view, chief among whom were Spencer and Huxley, 
have labored for the most part outside of the imiversities; in 
America the most prominent of such leaders, notably President 
Eliot of Harvard, have been in connection with educational 
institutions, 
nectfon With regard to the subject-matter of education, the scientific 
itific^ view first presented agrees with the sociological. With regard 
:ation to the foundation of method and the interpretation of the edu- 
atogicai ^^^^0^ ^^ interest, — through the freedom of selection of sub- 
psy- jects, — it agrees with the psychological. 
"^^ THE THEORY OF EDUCATIOK FORMULATED BY THB 

NATURAL SCIENTISTS. — It was not until the middle %& the 



The Modem Scientific Tendency 355 

nineteenth century, when the organization of the natural sciences 
had become perfected, that a modem presentation of their edu- 
cational claims could be made. The i5rst of these, and yet the 
most influential, at least for Anglo-Saxon thought, was that by 
Herbert Spencer (1820-1903). 

Spencer's '^ Education, Intellectual, Moral and Physical," Herbert 
was issued in i860. The fundamental characteristic of the ^J^ 
scientif.c tendency is revealed early in the treatise in his dis- 
cussion of the importance of the selection of subjects of study 
as the vital theory in education. 



''If there needs any further evidence of the rude, undeveloped character GenenL 
of our education, we have it in the fact that the comparative worths of diflfcren 
different kinds of knowledge have been as yet scarcely even discussed — educati« 
much less discussed in a methodic way with definite results. Not only is ^^^ ^ 
it that no standard of relative values has yet been agreed upon; but the quMtioi 
existence of any such standard has not been conceived in any dear manner. ^*1^ ^ 
And not only is it that the existence of any such standard has not been ^^ 
clearly conceived; but the need for it seems to have been scarcely even felt. 
Men read books on this topic and attend lectures on that; decide that 
their children shall be instructed in these branches of knowledge and Bhall 
not be instructed in those; and all under the guidance of mere custom, or 
liking or prejudice; without ever considering the enormous importance of 
determining in some rational way what things are really most worth learn- 
ing. It is true that in all circles we have occasional remarks on the impor- 
tance of this or the other order of information. But whether the degree 
of its importance justifies the expenditure of the time needed to acquire it; 
and whether there are not things of more importance to which the time 
might be better devoted; are queries which, if raised at all, are disposed of 
quite summarily, according to personal predilections. It is true, also, that 
from time to time we hear revived the standing controversy respecting the 
comparative merits of classics and mathematics. Not only, however, b 
this controversy carried on in an empirical manner, with no reference to 
an ascertained criterion, but the question at issue is totally insignificant 
when compared with the general question of which it is part. To suppose Meager 
that deciding whether a mathematical or a classical education is the best, limits o 
is deciding what is the proj)er cuniculumy is much the same thing as to *":^ 
suppose that the whole of dietetics lies in determining whether or not bread 
is more nutritive than potatoes." 
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ence of The new purpose, basis and method of education emphasized 
n and by Bacon are here again clearly presented. The purpose of 
education is defined as prepar ation for: complet e livin g. This 
in turn is judged largely from the point of view of the welfare 
of the individual, though of the individual as living in a fully 
developed society. Rousseau's influence is evident, but the 
ation thought appears in a radically modified form. "How to live? 
^^ * — that is the essential question for us. Not how to live in the 
iration mere material sense only, but in the widest sense. The general 
* problem which comprehends every special problem is — the 

right ruling of conduct in all directions imder all circumstances. 
... To prepare us for complete Uving is the fimction which 
education has to discharge; and the only rational mode of 
judging of any educational course is to judge in what degree it 
discharges such function." 
jifica- This preparation for complete living consists, 'first, in the 
J" acquisition of knowledge that is best adapted for the devebp- 
1 on ment of individual and social life; and, secondly, in the devebp- 
incc*M a ^G^t <^f ^'^ power to use this knowledge. What knowledge is 
^ration of most worth becomes, as with Rousseau and with Bacon, the 
"°* chief question of educational importance. To this question 
Spencer gives this definite categorical answer. Knowledge 
which leads directly to self-preservation, such as is included m 
the sciences of physiolog}', hygiene, physics and chemistry, is 
of first importance. Knowledge which leads indirectly to self- 
preservation through the sciences and arts relating to the secur- 
ing of food, clothing and shelter comes next. Third in order 
of importance is the knowledge of rearing of offspring, which, 
in strange contrast with the attention given to the breeding of 
animals and the training required of a builder of bridges or a 
maker of shoes, is wholly neglected. On the other hand, any 
parent or teacher is presumed to be capable of bringing up a 
child without any preparation. Fourth in order is the knowl- 
edge of social and political life such as shall make one an intel- 
ligent citizen and neighbor. Last of all comes the knowledge of 
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literature, art, sesthetics, including foreign languages and litera- Subjecti 
ture, wliich, occupying the leisure of life, should also occupy ^"!^ 
the leisure of education. Thus the natural sciences demanded turn am 
by the first three needs take precedence over the social sciences 
demanded by the fourth need and over the "liberal" or "cul- 
ture" subjects, which at that time formed the basis of all 
school work. While this constitutes a negation of the A new c 
Renaissance emphasis upon literature and languages, it b J^J^ 
not, as with Rousseau, a denial of the value of knowledge. 
It is, on the contrary, an altogether new emphasis upon that 
value. 

Frequent objection is made to the utilitarian character of Spencer' 
Spencer's view, to its somewhat radical application of Rousseau's u,ijit^ 
test, "Of what use ?" It is true that this test led to a rejection iwt moi 
of all that was held most dear in educational tradition especially, 
and of the idea that a subject lost its educational value as it 
gained practical value. Yet the utilitarianism of the scientists 
was ahnost identical with the "practical" of Kant and the 
"ffisthetic" of Herbart. They all indicate what is commonly 
meant by the term moral. That which affects conduct di- 
rectly, improves life, benefits man individually or in society, is 
"utilit arian."' Spencer did subordinate the amenities of life, 
but chiefly that he might gain for the neglected many what 
hitherto had been the perquisite of the privileged few. It has 
been said that Spencer sacrificed that which is higher in life — 
its culture — for that which is lower — its practical advantage. 
On the contrary, he emphasized the importance of the cultural 
elements In an entirely new way. His argument is that all 
these phases of knowledge should be emphasized and that every 
individual should be permitted some attainment or acquisition 
in each. In place of an educational and social scheme which Cultun 
gave to a limited few the education of a life of leisure without ^^l 
any of the practically useful, and to others an education of the but gi^ 
most meager character in the dullest routine of life, he demanded "* ™ 
such a readjustment as should give to every individual an educa- 
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tion including some of all these elements, emphasized in the 
order mentioned. 
Bcerover- Another criticism is found in the objection, raised from the 
nates the pedagogical point of view, that education is not a preparation 
wriedge for life, but that It is life. To a certam extent this objection is 
^prepa- ^ xrssx^ juggling with words. So far as valid, it is that Spencer 
overestimated the value of knowledge as a preparation. This 
is characteristic of the entire scientific tendency. Yet this error 
is combined with a truer conception of the nature of knowledge 
than was the case in previous educational theories where the 
same defect existed. On the other hand, by way of justifica- 
tion, it must be recognized that Spencer's position is but a re- 
action against the over-emphasis on method given by the dis- 
ciplinarians and, in a quite different way, by those representing 
the psychological tendency. It will be recognized that, on this 
point, the scientific tendency is a more radical reaction against 
the disciplinary view of education than was the psychological, 
prin- In the essay on 'Intellectual Education, Spencer discusses more 

^ fully the question of method. This discussion consists only in 
go be- an elaboration of a number of Pestalozzi's principles; — educa- 
^^5°^ ^ tion should proceed from the simple to the complex, from the 
concrete to the abstract, from empirical to rational, and should be 
^ pleasurable He adds nothing of value to these. The one 

"^ ^ principle, previously noted under Rousseau, that all moral 
«- training should result from allowing the child to suffer the 

*"■ natural consequences of his own action, is emphasized as the 

essence of moral education, 
rticai Thomas H. Huxley (1825-1895) accomplished more for the 

national actual extension of education in the natural sciences than any 

nty of -^ 

ley Other living Englishman. Though Huxley's writings or ad- 
dresses on education are very numerous, his main points are 
but a reSmphasis of those made by Spencer, Bacon and others* 
put in a somewhat different form. The practical purpose, the 
realistic basis, the criticism of the prevailing literary and classical 
education, is given in the following trenchant passage: — 
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" Now let us pause to consider this wonderful State of afhirs ; for the Hk^fcal i 
time will come when Englishmen will quote it as the stock example of the ""prtrtf" 
stolid stupidity of their ancestors in the nineteenth century. The moat Endiih* 
thoroughly commercial people, the greatest voluntary wanderen and youth tn 
colonists the world has ever seen, are precisely the middle classes of this " A Litx 
country. If there be a people which has been busy making history on the ?^^."" 
great scale for the last three hundred years, — and the most profoundly omdE^m 
interesting history, — history which, if it happened to be that of Greece or lim, p. 5 
Rome, we should study with avidity — it is the En^ish. If tliere be a 
i:eople which, during the same period, has developed a remarkable litera- 
ture, it is our own. If there be a nation whose prosperity depends abso- 
lutely and wholly upon their mastery over the forces of nature, upon their 
intelligent apprehension of, and obedience to, the laws of creation, and 
distribution of we^th, and of the stable equilibrium of the forces of sodety, 
it b precisely this nation. And yet this is what these wonderful people tell 
their sons: 'At the cost of from one to two thousand pounds of our hard- 
earned money, we devote twelve of the most precious years of your lives to 
school. There you shall toil, or be supposed to toil; but there you shall 
not leam one single thing of all those you will most want to know directly 
YOU leave school and enter upon the practical business life. You will in 
all probability go into business, but you shall not know where, or how, 
any article of commerce is produced, or the difference between an export 
or an import, or the meaning of the word "capital." You will very likely 
settle in a colony, but you shall not know whether Tasmania is part of New 
South Wales, or vice versa. . . . You will very likely get into the House Knowled 
of Commons, You will have to take your share in making laws which may one will : 
prove a blessing or a cur^e to millions of men. But you shall not hear one ^1™ in t 
word respecting the political organization of your country; the meaning tc^Kwls 
of the controversy between free traders and protectionists shall never 
have been mentioned to you; you shall not so much as know that there are 
such things as economical laws. The mental power which will be of most Nnthet 
importance in your daily life will be the power of seeing things as they are teUectuJ 
without regard to authority; and of drawing accurate general conclusions ^^^^ 
from particular facts. But at school and at college you shall know of no one'sdut 
source of truth but authority; nor exercise your reasoning faculty upon wiUdemi 
anythii ^ but dtduction from that which is laid down by authority. You 
will have to weary your soul with work, and many a time eat your bread in 
sorrow and m bitterness, and you shall not have learned to take refuge in 
the great source of pleasure without alloy, the serene resting place for worn 
human nature, — the world of art.' Said I not rightly that we are a 
wonderful people? I am quite prepared to allow that education entirely 
devoted to these omitted subjects might not be completely liberal education. 
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tradi- But is an education which ignores them all a liberal education? Naj, 
d cduca- is jj too much to say that the education which should embrace these subjects 
^ * and no others would be a real education, though an incomplete one; whik 

an education which omits them is really not an education at all, but a more 

or less useful course of intellectual gymnastics?" 

ailing Huxley did not admit that the prevailing education was 
'^^^ literary, for the study of grammar and language structure is 



even 



«y scientific rather than literary. The schoolboy never reached the 

literary stage; and the traming he got in the languages was very 
poor science as to its method, and of no value at all in content 
The argument that universal and practical education would be 
of no avail since neither poverty, crime, nor misery had de- 
creased with education, he answered by saying that this fact 
simply showed the uselessness of the old education, without 
revealing any theory about a truer educational procedure. 

The purpose, nature and method of education is stated in 
Huxley's notable description of the product of a liberal educa- 
tion. 

ley's '' That man, I think, has had a liberal education who has been so trained 

litionofa in youth that his body is the ready servant of his will, and docs with ease 
^ jj^' and pleasure all the work that, as a mechanism, it is capable of ; whose 
Liberal intellect is a clear, cold, logic engiae, with all its parts of equal strengdi, 
cation " and in smooth working order; ready, like a steam engiae, to be turned to 
««»<:« any kind of work, and spin the gossamers as well as forge the anchois of 
p. 86 ^^^ mind; whose mind is stored with a knowledge of the great and funda- 
mental truths of nature, and of the laws of her op)erations; one who, no 
stunted ascetic, is full of life and fire, but whose passions are trained to 
come to heel by a vigorous will, the servant of a tender consdence; who 
has leamed to love all beauty, whether of nature or of art, to hate all vile- 
ness and to respect others as himself. Such an one, and no other, I con- 
ceive has had a liberal education ; for he y^^ as completely as a man can be, 
in harmony with nature." 

SCIENCE IN THE SCHOOLS. In the Universities and Col- 
leges. — The scientific study of nature was fostered in the 
earlier centuries of the modem era more by academies 0} science^ 
beginning with that of Naples in 1560, than by the universities. 
While the scientific spirit was embodied in the University of 
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Halle from its foundations, it was in these academies and real Work r 
schools that science received its chief cultivation in Germany, ^encc 
Modem scientific teaching in the sense of experimental use of import 
laboratories by students began with Liebig at Giessen in 1825. ^ork ii 
In France the beginnings of higher instruction in science of a ^^nivcn 
modem type were also outside of the universities. The Re- 
public, in 1794, foimded the normal school at Paris, where the 
most famous French scientists, including Laplace and Lagrange, 
gave instruction. In England scientific instruction developed 
altogether independently of the universities. The College of Advam 
Chemistry was founded in 1845, ^^^ ^^ School of Mines was ^^^^ 
established by the government in 1851. The Department of inEngi 
Science and Art, founded in 1853, *^ fostered advanced scien- ^^ 
tific study. The royal schools above mentioned, together with 
the normal training classes started in 1868, were gradually 
brought together, and in 1890 were reorganized under the title 
of the Royal College of Science. Engineering schools and 
science schools in connection with the army and navy had 
already been instituted shortly after the middle of the century. 
In i860 the Faculty of Science was created in the University of 
London, and the degrees of doctor and bachelor of science were 
first given. It was not until 1869 that the courses in science 
were established in any number in Oxford and Cambridge. 
While there has been rapid development recently, and while a 
large Camegie fund has been devoted to fostering science in 
the Scottish universities, it is generally recognized that Great 
Britain has been almost a century behind the continent in the 
teaching of science. 

In the United Slates. — Science appeared m the curriculum Sdena 
of American colleges in the earliest days. During the 1 7th and ^^^ 
1 8th centuries, however, it was a most formal text-book study 
of astronomy and perhaps physics. 

The opening of courses in medicine at King's in 1767, at Foundi 
Harvard in 1782, and at Pennsylvania in 1791, was an impor- ^^^ 
tant aspect of the development of the study of the sciences. 
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auction In 1825, at Harvard, mechanics and optics appeared as 
IJI^ separate courses; mineralogy and geology were added to 
»shi astronomy, chemistry and natural history; electricity and mag- 
^®" netism first appeared as separate subjects; the philosophy of 
17 natural history was annoimced as a separate course and special 
lectures in physiology were given. Mineralogy, g^logy and 
botany appeared at Princeton in 1830, as had chemistry in 1803 
and natural history still earlier. To natural philosophy, chem- 
istry, astronomy and geography the subjects of mineralogy and 
geology were added at Yale in 1824. Electricity appeared as a 
separate course in the University of Pennsylvania in 181 1. 

So far as mentioned, these scientific subjects were all incor- 
porated as required studies, and the disciplinary conception of 
education prevailed and was distinctly enunciated by various 
faculties, 
ive The importance of interest and of the capacities and desires 

" of the individual began to be recognized before the middle of 

the nineteenth century. The University of Virginia was estab- 
lished in 1825 upon the basis of the complete freedom of choice 
by the student. Advocacy of this system at Harvard began in 
1825, and considerable freedom was allowed students from 
about 1845. Not until 1869 was the system of complete free- 
dom in election of studies estabUshed, with the administration 
of President EUot. Earlier than this Presidents Wayland of 
Brown and Nott of Union had stood for this broader conception 
of the college course. With the elective system came the general 
ascendency of the scientific subjects. The establishment of 
itific Cornell University, in 1867, upon a basis of complete freedom 
with a strong bias in favor of the scientific and technical sub- 



e urn- 



ties jects, completed this phase of the movement toward the general 
introduction of the sciences into higher education. Meanwhile, 
in Harvard (1847) ^.nd Yale (i860) special schools of science 
had been established. 

uasd- The earliest scientific school of higher grade was the Rens- 
selaer Polytechnic Institute, foimded in 1824 at Albany, New 



schools 
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York. The advanced character of the scientific work can be Congn*. 
judged from this direction to the board of trustees: "These [the ^^^^ 
students] are not to be taught by seeing experiments and hearing instmctk 
lectures according to the usual method, but they are to lecture 
and experiment by turn, under the immediate direction of a 
professor or competent assistant. Thus by a term of labor, 
like apprentices to a trade, they are to become operative chem- 
ists." The Morrill land grant of 1862, by which Congress ap- 
propriated thirteen million acres of land for the maintenance in 
each state of a college devoted chiefly to those branches of learn- 
ing related to agriculture and mechanic arts, though "without 
excluding other scientific and classical studies," developed an 
entirely new type of scientific school. These are the schools of 
applied science found either in connection with state universities 
or as independent institutions in almost every state in the Union. 

Science in the Secondary Schools. — In Germany the tntro- sdence i 
duction of science through the sense-realistic movement has J^!^^ 
been noted. Through the influence of the philanthropists 
(p. 299), and of the materialistic thought on the one hand 
and the new humanistic movement (p. 269) on the other, the 
rigid classical conception of education was modified. In 1S16 
science was introduced into the Prussian gymnasien, and at a 
somewhat later period into those of the southern German states. 
Though but two hours per week were allotted to physics and 
natural history, — and even less in the southern or Catholic 
regions, — science retained its hold upon the classical schools, 
despite the reactionary movement that took place between 1815 
and 1848. In 1855 two types of reaZ-schools were recognized, uidr«al 
In 1882 these became the Realgymnasium of nine years' course '™'™' 
with Latin, the Oberrealsckule of nine years' course without 
Latin, and the reai-sckule of a less number of years. In these 
schools thirty-six week-hours for the nine years, which is 
twice the time given to them in the gymnasium, are given 
to natural history, physics, chemistry and mineralogy. Much 
greater emphasis is also placed upon mathematics, geography 
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man and drawing. Allied to the real-schulen are the technical schools, 
^j^ which have achieved such practical success and such perfection 

of method and organization during the present generation. 
These began with the technical schools of Nuremberg, organized 
in 1823. While technical subjects are most emphasized, the 
scientific and mathematical subjects as the bases for the work 
in the applied sciences are made prominent. Such schools have 
increased in prominence and numbers since the middle of the 
; century (p. 399). 
nee in In England j as in our own country, the introduction of scien- 

»'^of ^ ^^^^ subjects into the secondary curriculum was identical with 
land the academy movement. But the academies declined during 
the early nineteenth century and little was done to continue 
any interest in the study of the sciences. With the second 
quarter of the nineteenth century the popular controversy be- 
tween the sciences and the classics in secondary education began 
and was continued with enthusiasm for many years (p. 351). 
"secular Various "secular schools" were founded and a society was 
^" established to foster secondary schools that should emphasize 

the sciences instead of the classics, 
ticein In 1856, in answer to the expressed opinion of the University 

bSf**^ Commissions for Winchester, " that good elementary instruction 
ois" in physical science is essential in the case of many boys, de- 
sirable in all cases, and perfectly compatible with a first-rate 
classical education," that college instituted a course "of ten or 
twelve lectures — delivered once a year." After ten years this 
was extended into a series of lectures continuing throughout the 
year with appropriate examinations. After the public school 
acts of Parliament in 1868, which revealed that there was an 
almost total absence of study of the sciences in the five hundred 
**mod- and seventy-two endowed secondary schools, a "modem side" 
•ation° came to be organized in all of the more prominent of these 
schools. This was accomplished tardily in some and with 
minor attention and unconcealed disparagement in all. Natural 
history and physics along with modem languages and history 
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were included in this modem side. While this condition has 
much improved, the serious attention given to instruction in the 
sciences is fostered by the Department for Science and Art (in 
i8g8 combined with the Department of Educati(ai). This de- 
partment was created in 1853, though little of importance was 
done until after 1859. Schoob or classes in which instruction 
is afforded in physics, zodlogy, chemistry, geology, mineralogy, 
botany, as well as in a variety of practical subjects, are now 
granted a subvention. In this manner more than ten thou- 
sand classes are assisted at tho present time. In 1901 there 
were seventy-eight independent "science schools" of secondary 
rank. 

In America the academies were the home of instruction in s 
the sciences from the first (p. 251). Astronomy and "natural ^ 
philosophy" were the ones most emphasized, since these were t 
most formulated during the eighteenth century. Geography 
was almost universally taught in these schools and chemistry 
frequently. A list of text-books published in the United States 
in 1804 includes six geographies as the only scientific text -books 
besides those of applied mathematics, such as surveying and 
navigation. By 1832 there were 39 geographies, 11 astrono- 
mies, 6 botanies, 5 chembtries, 6 natural philosophies. Most 
of these were designed for use in academics. It is needless to 
add that all the sciences were studied from books, though resort 
to experimentation with apparatus was frequently made for 
illustration. The first unmistakable evidence that any of these 
subjects composed a vital part of the secondary curriculum was 
the inclusion of geography among the college entrance require- 

nents by Harvard in 1807. No other science followed as an 
Kitrance requirement until physical geography was added in 

1870, and physics two years later. 

With the development of the early high schools, the emphasis > 
upon the sciences was continued. The earliest high school, \ 
that of Boston, foxmded in 1821, included geography in the 
fixst year; geometry, trigonometry, navigatitm and surveying 
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in the second; and natural philosophy and astronomy in the 
third. All of the earlier schools of this type, whether called 
free academies, city colleges, English classical schools, unicni 
schools, or high schools, continued the same attitude toward 
the sciences. After 1870 the character of these schools was 
vastly improved, their number was increased, and the work in 
xience was expanded to include physics, chemistry, botany and | 
zoology, in well-organized courses. Until quite recently, how- ' 
ever, the policy of giving numerous general courses of superficial 
character prevailed over that of a more substantial mastery by 
more thorough experimental methods of the principles of cmc 
or two sciences. While the curriculum of the high school gives 
an important place to the sciences, the institution itself was an 
outgrowth of the sociological tendency to be noted later. 
loe study Science in the Elementary School. — In Germany the influence 
whipes- ^^ ^^ naturalistic tendency under Basedow has been mentioned 
zdanism It was the Pestalozzian movement, introduced into Prussia in 
1 8 10, and into other German states later, that made such ek- 
mentary science studies general. Geometry was incorporated 
into the curriculum of the upper grades and drawing was offered 
throughout the course. Geography, taught by the inductive 
method and introducing much general information of scientific 
character, was included throughout. The study of science, in- 
cluding elementary physics, physiology, and natural history that 
dealt with the phenomena of botany and zo5logy in an ele- 
mentary scientific way, was introduced into the middle and 
int stete upper grades. In most of the grades these sciences were allowed 
^l^ ^^ ^^^ hours a week, though in some of the upper grades four. 
)is This remains the situation to the present time. For almost a 
century, then, science has been recognized as one of the sub- 
jects of the elementary schools throughout almost the whole of 
the German-speaking countries. 

In England, — The condition of elementary schools was so 
chaotic until the establishment of board, or public, schook in 
1870, that it is difficult to speak of general conditions. The 
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attitude of the Department of Science and Art in fostering Requ&t 
science study, especially in giving encouragement to drawing JJJj^^ 
and recently to manual training, has been mentioned. The tarymd 
establishment of numerous organized science schools since 1872 '^^ 
by the same department has also been referred to. Until 1900 EogUm 
the "three R's" were the only required studies in the primary 
schools. The teaching of other subjects was controlled by the 
governmental grants given for results in various subjects. The 
most popular of these supplementary subjects were geography 
and elementary science. These have now been included in the 
compulsory course. 

In the Unikd States. — The question concerning the proper 
subjects for the elementary curriculiun hardly existed before 
the middle of the nineteenth century. The "three R's," The"tl 
reading, writing and arithmetic, with spelling and grammar, ^j^^ 
were without any rivals whatever. In fact, the average school sdiooh 
included only reading, spelling and English grammar, while 
those of a superior sort added writing, arithmetic, geography 
and history.' 

The first subject of scientific character that made any head- introdu 
way m its claims for representation was geography. By 1833, ^5^ 
thirty-nine geographies and atlases, many of them for ele- 
mentary school work, had been published in the United States. 
The second subject of scientific nature to find entrance into the 
elementary curriculum was physiology. This was especially 
the case m the New England region, and was due to the advo- 
cacy of Horace Mann, who, from 1837, continued bis propa- 
ganda in favor of this subject. The first English text book on 
physiology of elementary character appeared in 1837 ; its intro- 
duction into elementary schools followed slowly, and in 1850 
the state legislature of Massachusetts made compulsory the 
teaching of the subject m the elementary schools. Object teach- and im» 
ing, and along with this the study of simple phenomena of 
natiu^, were introduced through the Pestalozzian movcmeiU 
■ HiniHwif, Beraet Uaiut and llu Common Sckoai Ssvnat, Ch. L 
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(pp. 317-8). Nature study has been a more recent outgrowth 
of this and ether iniSuences. 



SUMICART 

The sci^ tifeL tendency during ^"^^tgCBth-^fftyrY JCducatlQa is but a 
contipuajipp^ the moTcmcBT^BIscussed under the sense-realism of the 
seventeenth and eighteenth centuries. The chief characteristics are emph?^ 
' on the importance (i) of the content of studies and especially of the knowl- \ 
edge of natural phenomena, and (2) of the inductive method of studv^ 
This movement becomes especially prominent during the nineteoith centuiy 
because of the great development of the natural sciaices and the necessity 
^1 for a knowledge of these as a practical equipment for life as a part of 
^1 modem culturey^his leads to a new conception of a liberal education, 
' i namely, that it should contain the best culture material of the life for whidi 
.it is designed to prepare. A necessity for a choice among subjects arises 
' and the modem principle of election or choice among subjects results. 
The scientific tendency harmonizes with the sociological in that both make 
for the democratization of education or the liberalizing of all educatbo 90 
far as possible. While there were manyj^vocates of scientific education 
during the nineteenth century, the most note3~ambng English-spc^dng 
people were Spencer and Huxley. The introduction of the sdenoes into 
school cufnciilacame'slowly. In the universities their introduction began 
(1694) with the realistic movement in the German imiversities, but even 
there the reform* proceeded slowly. Not until the second quarter of the 
nineteenth century did the sciences make much headway In the United 
States and not imtil half a century later in England. The academies, hig^ 
schools and German f«a/-schools provided for their introduction into 
secondary education. Geography was quite generally introduced into 
: elementary education in the early nineteenth centtiryr 'Pfayaiol o^ followed 
i'V- ? ^ ■ I about the middle of the.COTtury. Pestalozzianism introduded^natuie ^udy. . 
under form of object teaching. Nature study in more recent form, agricul- 
ture and elementary physics are quite recently introduced into the most 
advanced elementary schools. 



CHAPTER Xin 

THE SOCIOLO GICAL T ENDENCY IN EDUCAnON 

GENERAL CHARACTERISTICS.— The sociological and psy- DOoei 
chological tendencies are not antagonistic, nor are the corre- .g^olM 
sponding conceptions of education mutually exclusive. The mi psj 
psychologists look upon education as the process of the develop- ^^^^ 
ment of the individual; they approach the subject through the 
study of psychical activities; they emphasize the importance 
of method. The sociologists look upon education as the process 
of perpetuating and developing society; they approach the sub- 
ject through a study of social structure, social activities, social 
needs; they conceive the purpose of education to be the prepara- 
tion of the individual for successful participation in the economic, 
political and social activities of his fellows. 

Besides this diETerence in point of view and of emphasis, a Sodoio 
few other characteristics may be noted. The extraordinary Jj^^ 
interest in appropriate subjects of study for every stage of tubjett 
education, from kindergarten to university, is an outgrowth ^^^' 
of the sociological influence. This interest raises the question of tion of 
educational values. Consequently, all traditional studies have „i,^ 
been subjected to this test, with the result that some have been 
rejected and that all are being reorganized. There have been 
in almost every subject of study many elisions and many addi- 
tions. When there was raised the question. What knowledge 
is of most worth in order that the individual may take his place 
in society? less and less importance was assigned to the purely 
linguistic and literary inheritance, and more and more to the 
knowledge of the phenomena of the natural environment, to 
the laws of the forces of nature, and to the knowledge of social 
3B 369 
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institutions. Thus this sociological tendency to minimize the 
old humanistic education and to accentuate the natural and 
social sciences accords with the scientific tendency. 

From the view that education is the process of the develop- 
ment of society, or the less definitely formulated view that edu- 
cation ofifers the best means for social betterment, there follows 
the corollary that all members of society must participjate in 
this development. The growth of public school systems, 
based upon the idea of universal and free education, fol- 
lowed the acceptance of these principles as a necessary con- 
sequence. 

SOCIOLOGICAL ASPECT OF THE WRITINGS OF PESTA- 
LOZZI, HERBART AND FROEBEL. — WhQe the dominant 
emphasis made by these men in their writings was upon the 
method of instruction and while th^ir immediate followers were 
active almost exclusively in the improvement in the process and 
spirit of educational effort, nevertheless in their theory the 
sociological aspect is very prominent. 

In all of his earlier works, before the days of Yverdun or at 
least before those at Burgdorf, the great object of search with 
Pestalozzi was a method of improving the welfare of the neg- 
lected, degraded or orphaned poor. The philanthropic motive 
was uppermost in all of these earlier experiences. But social 
wrongs were to be righted by teaching children to be industrio'is. 
Through teaching them the simplest elements of knowledge, and 
this chiefly in connection with handicrafts, they were to be 
started on the road to self-development and education. Edu- 
cation is ever much broader than the school. It thus becomes 
a social as well as an individual process, o ne which is carried 
on by a variety ot institutions. Ed ucation is thp pm r/>«;«t as 
well as ttie mean s oi bettering socie ty. Education is ever to 
p^orm more ior the individual tlmh to give him rudiments of 
learning; it is to assist him to be something for himself and to 
do something for others. It was only because he realized that 
a practical method of attaining this end was the great essential, 
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that Pestalozzi turned his attention exclusively to the bettetmoit 
of the process ot instruction. 

In the case of Herbart the social aspect of his inSuence ap- Sodokigic 
pears most clearly in two points: first, in respect to aim, which S^^, 
is found in character, that is, in will functioning aright in society; theory see 
and second, in respect to subject-matter, which is to represent mmSor 
to the child, in an idealized form, the various aspects of life. *»«) wdi 
With Herbart education was to be moral in its aim, not as in "™*""' 
the old dogmatic religious conception, nor even as in the philan- 
thropic, reformatory views of Pestalozzi; education is moral in 
the broader sociological sense, since education has nothing else 
as its aim but the formation of the moral nature. The whole 
problem of education is to make instruction educative in this 
sense. Character is given a much broader analysis than formerly 
it had received, at least in educational thought. Liner freedom, 
and its external expression in efficiency, benevolence, justice 
and equity, represent in a new form the well-being and well- 
doing of Aristotle, and unite the individual and the social in 
terms of educational aims. In respect to the subject-matter of (a)indie 
instruction, the Herbartian pedagogy contains another impor- ^^"^^^ 
tant sociological bearing, in that the curriculum represents to mKyirfci 
the child the summary of life in the past rather than merely so J^j'^j^. 
much material for the whetting of his wits. But as this view tiiiti«s 
received further interpretation in the culture epoch theory, in 
which the curriculum represents the summary of past stages of 
culture rather than an idealization and amplification of one's 
Cwn, its sociological import is subordinated to its psychological 
i^nificance. 

It is with Froebel that the full social significance of the sub- WithFrw 
ject-matter of instruction, as the presentation to the child of luJ^^ 
the simplified and idealized elements of his own life's environ- ssocuiiii 
ment, is fulLy grasped (see pp. 340-1), As an epitome of rep^^e 
life, the curriculum becomes the initial point of all instruction, fode^ id 
This conception gives education a wholly new significance, and epitomte 
that a social one. It is the working out of this conception that 



rfu. 



372 Brief Course in the History of Education 

forms the chief concern of education to-day. While it was the 
psychological aspect of the problem that first received chief 
recognition durmg the present generation, it is FroebePs peda- 
gogical thought, as it is more fully appreciated, that has come 
to have a new significance. No phase of school work has so 
closely approximated the idea of a society in microcosm as has 
the kindergarten. 
iological SOCIOLOGICAL ASPECT OF THE SCIENTIFIC TEND- 
I J^*jJ*Jn. ENCY. — In their emphasis on the importance of the subject- 
i aKTw in matter and in their opposition to the current views of the ortho- 
« ^b- ^^^ disciplinarian educators concerning the supreme importance 
-matter of the process of acquisition of knowledge, the sociological and 
scientific tendencies coincide. However, the emphasis upon 
the supreme importance of subject-matter is from somewhat 
diflferent points of view. The approach of the scientists to this 
position is through the value of the natural sciences as they 
bear upon the welfare of the individual; that of the sociologists 
is through the importance of both natural and social sciences 
as they equip the individual for life in institutions and thus 
secure the welfare of society. It is to be further noted also that 
all the prominent advocates of scientific education believe in a 
in use of more extended educational use of the social as well as of the 
ai ^ natural sciences. However the scientists and sociologists may 
a differ in the solution of the problem of the curriculum, their 

point of view is the same; namely, "What knowledge is of most 
crcnce of worth?" If, like Rousseau's "What is that to me?" the 
^asison fQI.nl^lation of this question by the scientists is in individualistic 
terms, it is because it is more immediately connected in time 
and sympathy with this individualism of the eighteenth and 
nineteenth centuries than are the views of the sociological 
educators, 
itutions For the economic and utilitarian aspects of the study of the 
^Id ^^^ sciences, the sociological tendency has shown strong affinity. Pro- 
outcome fcssional, technical and commercial institutions have ffro\^Ti un 
traents ^^^^^^ ^^ much in answer to sociological as to scientific demands. 
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EDUCATIONAL IDEAS OF POLITICAL LEADERS.— The Eight« 
social and political importance of education as well as the re- J^^^ 
sponsibility of the state for education was first recognized by o( Bodi 
the German peoples. The beginnmgs of state systems of edu- ^Jj^ 
cation during the sixteenth century were outgrowths of the i^Gen 
religious motive and conception of education. It was not until """"" 
the eighteenth century that the politico-economic, or social, 
conception found full expression. The first monarchs to seize 
the idea that national prosperity and stability depended at 
bottom upon general education were Frederick the Great of 
Prussia (r. 1 740-1 786) and Maria Theresa of Austria (r. 1740- 
1780). In his famous school laws of 1763 the former rec(^- 
nized that it was the duty of officials to "strive for the true 
welfare of our country and of all classes of people" by "having 
a good foimdation laid in the schools for a rational and Chris- 
tian education of the young for the fear of God and other use- 
ful ends." The early French republicans came to hold a similar by Frw 
conception of governmental responsibility for education. While ''•"'^ 
they outlined a system, it remained for later generations to con- 
struct it. 

In our own country education was highly appreciated in the 
colonial days and found a notable exponent in Franklin. Yet 
it was either the religious conception, as with the early colonists, 
or the individualistic and utilitarian, as with Franklin's genera- 
tion, that prevailed. With our early national leaders, a new 
conception developed. 

In his message to Congress in 1790, Washingtcai wrote: brAma 
"Knowledge is in every country the surest basis of public happi- ••■''™* 
ness. In one in which the measures of government receive their 
impression so immediately as in ours, from the sense of the com- 
munity, it is proportionally essential." Education, as the dis- 
semination of knowledge, was thus the conception which Wash- 
ington held. This undoubtedly is the approach to the subject w«iUii( 
most frequently made from the sociological point of view. Con- *«''■*'«■ 
sequently the importance of education lay in the effect which 
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the intelligence of the people would have upon legislation. The 
chief concern of Washington lay in the establishment of edu- 
cational institutions that would serve as instruments of general 
enlightenment. In the same message he continues, "Whether 
this will be best promoted by affording aid to seminaries of 
learning already established, by the institution of a national 
university, or by any other expedients, will be well worthy a 
place in the deliberations of the Legislature." Later, he recom- 
mends the establishment of a national university and of a 
"national central agency charged with collecting and diffusing 
information and enabled by premiums and small pecuniarj' aids 
to encourage and assist a spirit of discovery and improvement." 
Thus he foreshadowed the work of the Bureau of Exiucation, 
of the Smithsonian Institute, of the Carnegie Institution, and 
of the Department of Agriculture. The establishment of a 
national university is yet unrealized. 

Of all our early statesmen, Thomas Jefferson possessed the 
clearest grasp of the national significance of education and did 
most to promote such activities. The principle fundamental to 
this view we are here considering was announced in a letter 
to Washington in 1786. "It is an axiom in my mind that our 
liberty can never be safe but in the hands of the people them- 
selves, and that, too, of the people with a certain degree of in- 
struction. This is the business of the state to effect and on a 
general plan." Education as the safeguard of democracy is 
the general principle; the fundamental responsibility of the 
state for the education of the people is the working basis that 
comes to be accepted in the course of the following half cen- 
tury. How the tremendous task that this idea presented in 
the days of Jefferson could be accomplished could not then be 
seen. The solution awaited the gradual acceptance of this 
principle by the people and the growing ability and willingness 
to tax themselves generously for this end. With Jefferson this 
idea was bound up with the further one of local self-government. 
In other words, schools supported by local taxation, and con- 
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trolled by the local community as in New England, offered the 
solution of the new problem of democracy on a large scale. Late 
in life he wrote: "There are two subjects, indeed, which I 
claim a right to further as long as I breathe, the public educa- 
tion and the subdivision of counties into wards. I consider the 
continuance of republican government as absolutely hanging on 
these two hooks." 

James Madison (1751-1836), the fourth President, was, next M»ciu< 
to Jefferson, the most active of our earlier statesmen in edu- """ 
cational work. "A popular government without popular in- 
formation or the means of acquiring it, is but a prologue to a 
farce or a tragedy, or perhaps both," he wrote. Consequently 
he held that "the best ser\'ice that can be rendered to a coun- 
try, next to giving it liberty, is in diffusing the mental improve- 
ment equally essential to the preservation and enjoyment of 
that blessing." 

With these two statesmen such views were not mere opinions, p™ctic 
for they devoted quite as much attention to educational activi- ^^^ 
ties and interests as to those of a political character. At the 
very beginning of this greatest of experiments in popular gov- 
ernment, they realized most clearly that the success of it as 
. well as the economic prosperity and social progress of the people 
depended upon their inteUigence, and that such intelligence 
could be secured and guaranteed only by a most general scheme 
of education. No such system as would be adequate to the 
needs could be furnished by any other means than the state. 
As might be expected, their views were a half century or more 
in advance of the actual realization of these ideals. 

EDUCATION AS A PREPARATIOK FOR CITIZENSHIP. — Oppo. 
The conception of education common to all of these statesmen ^^ 
and public leaders is that education is primarily a preparation poiitict 
for citizenship. For several generations people could not recog- ^^5 
nize any great distinction between this state education and the wiy " 
individuality-repressing education which Rousseau sought to centui] 
overthrow. In fact, in our own coimtry, it was near or after 

( 
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the middle of the nineteenth century before this social concep- 
tion of education replaced the prevailing individualistic one. 
This individualism, however, was not the individualism of 
Rousseau and of the early psychologists, founded on the con- 
ception of education derived from a consideration of the child's 
mind; it was an individualism based upon economic, political 
jcation a^id social considerations. The prevailing view among those 
1 to be a giving uo technical consideration to the problem was that the 
com- function of democratic government was to give to every indi- 
^ vidual freedom of opportunity, — a free field and no favors, — 
and that education was to equip the individual in the best and 
brielest way for this harsh competitive struggle. With these 
premises only the most utilitarian view of education could pre- 
vail. 
«nt In contrast with this, the sociological conception of education 

)gnition j^g^g received common acceptance through the idea that edu- 

nesoaal ^ ^ 

le of cation is a preparation for citizenship. In the old view, the . 
*^®^ function of education was to develop the ability, improve the 
habits, form the character of the individual, so that he might 
prosper in his life's activities and conform to certain social 
standards of conduct. The idea emphasized in the citizenship 
conception is that individual and social welfare, happiness and 
righteousness depend more largely than ever before recognized 
upon the relations existing between persons and classes in in- 
stitutional life. Therefore education has a new work, that of 
clarifying the basal principles of this relationship and of giving 
information concerning the very complex relations in society, 
luiting and a new aim found in social motive. The new wprk demands 
!^a>l ^ readjustment of emphasis upon subjects of instruction, with 
k greater attention to historic, economic and literary subjects. 

The new aim requires a greater attention to the formation of 
character, social habits, patriotic and altruistic motives. The 
first adds new emphasis to the importance of the knowledge 
side of education; the second, to the moral aim. Education 
thus becomes, though indirectly, the force modifying social in- 
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stitutions by bringing about a better adjustment of individuals Thedy: 
to one another. Progress is the characteristic of modem life; ^^^^ 
ability to adjust one's self quickly and properly to new social coodud 
conditions is the chief demand upon education. This necessi- 
tates a knowledge of these changing conditions and an ability 
and willingness to bring about the readjustment. These are 
usually summed up under the term "good citizenship." 

PLACE OF EDUCATION IN SOCIOLOGICAL THEORY. — Avarin 
The subject of education occupies an important place in the **"" 
sociological literature produced in the last few generations. 
Since the time of August Comte, who founded the science of 
sociology and coined the term, various interpretations of the 
place of education in social economy have been made. It will 
be impossible in a brief space to notice many of these; a state- 
ment of four of the most important must suffice. The exposi- 
tion of one of these views is given by Professor Lester F. Ward, 
in his Dynamic Sociology. This work, though much neglected, 
' is, in fact, the most elaborate treatise on education published 
by an American. The substance of the theory is as follows: 
Progress depends upon intelligence. Intelligence is the prod- (i)£<)u 
uct of two factors, the degree of intellectual power and the ^^^ 
product of its action; in other words, upon intellect and knowl- ttonof 
edge. The degree of intelligence can be improved only in- * 
directly, through observation of the laws of heredity and the 
influence of environment, or through the process of acquiring 
knowledge. The extent of knowledge can be increased directly; 
hence from both points of view the function of education is to 
increase knowledge. The indirect means for the increase of 
intellectual power, that is, selection and rational change of en- 
vironment, have been at work for generations, with the result 
that the amount of useful knowledge possessed by the average 
mind is far below its intellectual capacity. Thus the degree of Thi«Tie 
inteUigence is correspondingly below what it might be, and the ^^^^ 
great educational need, from the social point of view, is the Dynami 
more thorough dissemination of the great body of valuable ^"'^i 
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knowledge already extant. Individual interest will care for the 
origination of knowledge. Such discovery is easier and more 
rapid than any increase of intellectual power can be. 

Thus education becomes a most important social function. 
It should be controlled by the state and not by private parties. 
It should concern itself chiefly with the dissemination of knowl- 
edge, for upon this depends the general intelligence, and upon 
general intelligence, in turn, depends social progress and happi- 
ness. But the final relationship of education to society is not 
yet clearly revealed. The highest social process is that of 
"sociocracy," — the rational control and direction of society 
by itself to reach certain determined and valuable ends. In 
other words, the highest form of social control and direction is 
• "politics," though politics in a sense as yet hardly realized. 
Education, as the dissemination of knowledge, which will serve 
as a basis for this highly rationalized social process, — that 
through which all others are obtained, — thus becomes the 
most immediate means to that end. 

This scientific and abstract thought comes to essentially the 
same position formulated by the common thought in terms of 
"preparation for citizenship." In formal terms education is 
defined "as a system for extending to all members of society 
such of the extant knowledge of the world as may be deemed 
most important." 
Sduca- A second of these general sociological views considers edu- 
*"*j cation as a means of social control. Society in the past has 
J control relied chiefly upon the government with its direct means of 
control through force, and the Church with its indirect means 
of control through beliefs, ideas, ceremonies, rewards and 
punishments of immaterial character. Society now comes to 
depend more and more upon the indirect means of control 
exercised upon the coming generation through the school. This 
indirect means is far more economical than the direct means, 
since it depends so largely upon mere suggestion exercised by 
teachers rather than uix)n a force which rouses opposition. I: 
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is more economical than when exercised wholly by the Church, 
in that it is largely intellectual and rational, and thus, throu^ 
the self-interest and rational enlightenment of the individual, 
prepares directly for activities valuable from the general social 
point of view. 

From this point of view, moral motives would be more em- 
phasized than ever. But they would be moral motives of a 
different character. As education in the hands of the parent 
sought to control the child for the sake of his practical success 
in life ; and the education of the Church to control him for the 
sake of the organization and for his own eternal salvation; so 
the education of the state seeks to control the child for the sake 
of the welfare of society, which includes the individual and his 
fellows as well. Thus as a form of control, education is merely 
an instrument of society similar to law, to police force, to reli- 
gion and the Church, to organized public opinion, and to various 
institutional customs and traditions. But as such it operates in 
a pecuhar way, not directly by force, but indirectly through the 
suggestive power of ideas and through the impartatioQ of knowl- 
edge; not immediately upon the adult, but through the mediimi 
of a coming generation. 

A third estimate of the function of education from the socio- C3)Edi 
logical point of view is a much more fundamental one. Sug- ^^[^ 
gested in this meaning by social philosophers from the time of "lodii 
the Greeks, it was first given modem statement by Francis ™'^" 
Bacon. He emphasized the importance of the study of tradi- 
tion, — the transmission from one generation to the next of the 
substance of the learning and culture of the past. From this 
point of view education, in modem sociological theory, becomes 
the "effort to preserve the continuity and to secure the growth 
of common tradition," ' Since the "social mind" or this com- 
mon tradition or summary of human experience exists only in 

' Vincent, The Social Mind and EduaUion, p. gi. Ch&pter IV of thia woA 
gives the brief presentation of this entire theory, as summarized in the para- 
graph above. 
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the mind of individuak, such continuity can be preserved and 
development secured only "by preparing the young gradually 
to appropriate the collective tradition in general and by train- 
ing a few minds to receive and elaborate its various highly 
c trans- specialized divisions." Without this inheritance of racial ex- 
«5ai perience by participation in social institutions, the individual 
ritance bccomes an abstraction. There is no social mind, it is true, 
aside from the individual minds which collectively constitute it; 
but, on the other hand, there can be no individual mind save 
as it receives its content from this social one. Thus the nega- 
tive of Rousseau's idea of a *' natural' ' education is reached. 
This, however, is not a return to the view against which Rousseau 
revolted ; but, by a completion of the circle of thought, it is a 
compromise of the two extreme views in a conception which 
rejects both the unchecked individualism of the one and the 
imlimited dominance of authority of the other. The individual 
is educated, or he develops, by incorporating within his own 
experience the sununarized achievements of the race; social 
stability is secured by this same process and social progress 
through the modification of tradition and slight increment which 
the individual may furnish it. Thus it is not to a fixed but to 
a constantly changing environment that the individual is ad- 
justed. This is the fundamental characteristic of modem edu- 
cation. For it is because the thought and institutional as well 
stment as the natural environment is constantly changing that the in- 
Jtoa dividual, in adjusting himself to it as perfectly as the adult 
?ing generation can secure, must preserve and develop his own in- 
onmen (jiyi^ju^uty, \\ jg the power of adjustment to a changing 
environment, not the fixed adjustment in itself, that modem 
education seeks to secure for the individual as its highest 
product, 
lace of Thus is suggested the fourth and highest aspect of the socio- 
ition in logical interpretation of education. Education becomes the 
tion most advanced phase of evolutionary process, or at least its 
most advanced method. The most general aspect of the theory 
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of evolution is lluil \a-t iiniiitcrruplcd and eternal forces of 
development obtain throughout all nature, and that all phe- 
nomena, physical and mental, are subject to law. In the more 
specific sense, organic evolution is that adaptation of organic 
life to its environment which is secured for the most part through 
the process of natural selection. Human evolution is such self- 
adaptation of the human race to its environment as results in 
development. With this stage of evolution the institutional 
aspect of environment is most important and social selection is 
of greater functional significance than natural. However, so far 
as the race as a whole is concerned, such development has been 
largely unconscious. That is, since the social consciousness 
rather seeks to prevent change, social progress has resulted for 
the most part through the consqious effort of the individual to 
secure for himself some advantage which is not permitted or, 
at least, not consciously given by society. The highest form of 
social selection is attained when society becomes conscious of 
the aim — a given social status — and of the process through 
which the desired results are to be secured. Since the group 
has now conceived definite ends and a definite method of pro- 
cedure through which it shapes the character of its constituent 
members and thus affects its own well-being, the process is a 
self-conscious one on the part of the group as well as on the 
part of individuals. Though chiefly of a negative character, 
legislation in general is such a method. The great positive Educatic 
method developed by modem society for effecting these pur- ^"^^ 
poses is public education. Education thus becomes for the evoiutior 
social world what natural selection is for the subhuman world, 
— the chief factor in the process of evolution.* 

PHILANTHROPIC-RELIGIOUS MOVEMENTS FOR EDU- 
CATION. — The growth of the systems of public schools, now 
supported by all advanced nations, has been along two lines 
of development, or rather through two successive stages. The 

' For further development of this thesis, sec Ward, Mackenzie, Vincent, 
Howerth, and Davidson. 
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monitors drawn from the more advanced students, and through 
a detailed system of organization and of method, it was possible 
for one teacher to direct a large number of pupils. With Oneiei 
Lancaster the ideal, which he himself reached before he was (JJ^*^ 
twenty years of age, was for one teacher to control a school of difldrei 
one thousand boys. Thus in the absence of any willingness on 
the part of the people adequately to support schools, with the in«de p 
government opposed on principle to contributing for such pur- ^^ 
poses, and with the religious bodies wholly unable to cope with dtin; 
the needs of the times, the monitorial system made possible 
some general attention to public education. The Bell system 
found little or no footing in America, since it was connected 
wholly with the Church of England schools. The great service 
which the Lancasterian system rendered in our own country fimu 
was in accustoming the people to schools for the masses of the ingatutj 
people, to contributing to their support as individuals, and in 
gradually educating the people to look upon education as a 
fimction of the state. In addition to this it introduced a better 
system of grading, since all Lancasterian schools were rigidly 
graded on the basis of arithmetic work, and also on the basis then u 
of spelling and reading. Hence promotion was possible in one *!^ 
subject when it was not in the other. Moreover, it brought in a public 
better arrangement and classificatioQ of material and a better ^^ 
organization and discipline of the school. The great defects =>"! »>" 
of this system were that the work was most formal; that most *" 
of the instruction was extremely superficial; that the discipline 
was rigid and mechanical; and that the information gained 
was the result of formal memory work. There was absolutely 
no conception of the psychological aspect of the work and no 
intimation whatever of the newer, broader and truer concep- 
tion of education that was developing on the continent. 

In 1805 the Lancasterian method was introduced into New 
York City. Within a few years almost every city from Boston 
to Charleston, in the South, and Cincirmati, in the West, had 
its monitorial or Lancasterian schools. Lancaster himself came 
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to this country and assisted in the New York, Brooklyn and 
Philadelpliia schools. In the third decade of the century, the 
svstem was introduced in New York and Boston into a new 
type of schools, the newly founded high schools. For this and 
the two following decades tlie system was widely popular in the 
many academics throughout the country. As in the casj of the 
Fellenbcrg system, with which it was often combined, the s>'5tem 
disai)j)eared in consequence of the arousing of public opinion 
on the subject of education, of the growing material prosperity 
of the people and of their growing willingness to contribute 
more liberally to the cause of education. 

The Infant School Movement was of similar import- Origi- 
nating with a French country cur^ in 1769, these schools were 
soon introduced into Paris and became the progenitors of the 
maternal schools, so common in all French cities at present. In 
England the infant schools originated independently with Robert 
Owen about 1799 at New Lanark, Scotland, as a means of 
checking the evil effect of the factory system on children. The 
factories of England at that period employed a large number of 
children that were bound out to them by the poor commissioners, 
at five, six, and seven years of age for a period of nine years. As 
these children were emplo)e(l from eleven to thirteen hours a 
day in the factory, and at the end of their apprenticeship were 
turned free into the ignorant mass of the city population, their 
educational condition can be imagined. The infant schools 
were contrived to meet this situation. In 18 18 the new idea 
was carried to London by James Buchanan, the teacher of 
Owen's scliool, and soon in the ])erson of Samuel Wilderspin 
found an enterprising exponent who was at the same time a 
voluminous v.rltcr. In i8;u "The Home and Colonial Infar*t 
School Society" v/as formed for the multiplication of schools 
based upon W'il'U'rspin's ideas. Almost ten \cars before thi> 
time siH ii scliools had appeared in New York, and were soon 
imitated in uu)>[ oi the other large cities of the country. Eu-n 
v/hcrj jiublic schools were established no provision was madt 
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for children of the earliest years; the monitorial schools in most 
places similarly restricted their dieniile. In the early nine- 
teenth century the public schools of Boston were forbidden to 
receive children who could not read and write. The Infant 
. School Societies found abundant work to do in most cities. In 
\ many places, as in New York City, they were tlie progenitors of gnm w 
theprimaxy department of the public schook; and to the present ^2"^ 
day, the independent organization of the primary department public 1 
and the sharp division drawn for it in the school building is •»*•**"• 
but a survival of the distinct origins of the grammar and primary 
grades. 

Public School Societies in the United States. — All of these 
educational interests were promoted, and by far the greater part 
of educational opportunity was furnished, by the organization 
of citizens into quasi-public societies. The history of schools 
in one city will serve as a type. With the exception of Church 
schools, and a school for negroes founded in 1787 and supported 
by the African Free School Society, there were no free schools Sudib 
in New York City until 1805. During that year, under the toriaTi 
leadership of Dc Witt Clinton, the maj-or of the city, a free Mbnti 
school society, later called the Public School Society, was organ- d,„ita 
ized. The aim of this institution was to offer educational op- orgMi* 
portunities gratis to the children of the poor who were not puUk 
provided for by the existing Church schools. The Lancasterian *»«*>' 
method of organization and instruction was adopted. In 1827 
an infant school society was formed for the support of schools 
for children from three to six. While the Wilderspin organi- 
zation was followed, there was an attempt to adopt the Pesta- 
lozzian methods. Within a few years these schools were in- 
corporated into the Public School Society as primary depart- 
ments. In addition to funds contributed by private parties and 
those raised by lotteries, the state, from 1816, had contributed 
from the common school fund to the work of this society, and 
the city bad made annual appropriations. In 1842 a city school 
board was formed and public schools were established under its 
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control. It was not until 1853 that the schools of the societj 
were transferred to the control of the school board and a free 
public school system was really established. While the transi- 
tion was somewhat more tardily accomplished in New York 
than in other communities, yet every American city, except a 
few of New England, passed through a similar development. 
Public school societies, not always bearing this exact title, 
existed in Philadelphia, Buffalo, Albany, and even as far west 
as Cincinnati. 

With regard to common schools at least, the philanthropic- 
religious period was terminated by the middle of the nineteenth 
century, yet it is to be remembered that kindergarten and 
manual training schools have found their way into the public 
schools within a generation, largely through the channel of 
privately supported organizations. 

DEVELOPMENT OF MODERN STATE SYSTEMS OF 
EDUCATION. — In considering the somewhat tardy develop- 
ment of public, especially city school systems in our own coun- 
try, it is to be borne in mind that few other municipal ser\uces 
were at that time developed. Water supply, street lighting, 
street cleaning, fire protection, even poUce protection, were yet 
matters of private enterprise. When the absence of all experi- 
ence in any generous support of educational activities by taxa- 
tion is borne in mind, it is not to be wondered that the develop- 
ment of the idea of free public schools and the willingness to 
support them by general taxation were of slow growth. In 
aristocratic states, such as those of the Teutonic peoples, where 
the foresight of the ruling classes rather than the general intelli- 
gence and generosity of the people determined the situation, less 
opposition to the development of the modem attitude toward 
education would be found. But a more important factor than 
the aristocratic-social one was the ecclesiastical-political cne. 
Previous to the later part of the eighteenth century, it was the 
religious motive that controlled in education. Consequently 
only where the Church and state were closely united and where 
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the Church desired to carry out some general scheme of edu- 
cation, did the latter attempt to develop and control systems of 
public schools. 

Germany. — Thus it happened that state systems of schools PuUic 
first developed in Germany; that, as a result, the philanthropic J^^^^ 
phase of school development was less prominent tliere because generally 
less necessary and was wholly of a supplementary and reforma- ^J^^ 
tory nature. In Germany the politico-economic stage of school statn 
development was first reached and most thoroughly carried out. 
And yet the politico-economic motive, while very definitely 
announced by Luther (pp. 195-7), came slowly into public 
acceptance. 

The first clear recognition of the conception that education 
lies at the basis of the economic prosperity, the political power, 
and the social well-being of a people was, as previously men- 
tioned, by Frederick the Great and other German monarchs of 
the later eighteenth century. It was not until 1763, at the 
close of the Seven Years' War, that Frederick could turn his The polit 
great energies to the subject of education. In his General ^^^^ 
School Regulations ^ of that year, school attendance was made recognizee 
compulsory, adequate training and compensation for teachers ^thand 
were provided, proper text-books arranged for, methods im- early nine- 
proved, supervision secured, and religious toleration in edu- ^|^**° 
cation proclaimed. 

It was not until 1794 that the transition to the new basis was Developm 
completed. In the school law of that year, which met with <^^^^ 

sian scnoG 

prolonged opposition from the clergy and from large portions system di 
cf the people, a variety of new principles were stated. All *?*.?* ^ 
public schools and educational institutions were declared to and nine- 
be state institutions. All schools, whether private or not, were J*!^ "" 
to be under the control and supervision of the state. All 
teachers of the gymnsLsien and higher schools were to be con- 
sidered state officers, and the appointment of such teachers 

' See Barnard's German Teachers and Educators, p. 593, for translation of 
the Regulations in fulL 
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belonged to the state. No person could be excluded from a 
public school on account of religious belief , nor could a child 
be compelled to remain for religious instruction contrary to the 
faith in which he had been brought up. From 1808 to 181 1, 
imder Von Humboldt and Von Schuckmann, the spirit and 
conduct of the elementary schoob were revolutionized by the 
introduction of improved methods based upon those of Pesta- 
lozzi. 
Tenttend- General revision of the school laws of Prussia occuned in 
icsinthe jggj^ 1854, 1872. The tendency of these revisions as well as 
Doi sys- of subsequent minor changes has been toward the more general 
^ support of schools by the central government, with correspond- 

ing diminution of support from local and private sources, 
toward the complete abolition of tuition fees for the elementary 
schools; toward the centralization of the administration and 
supervision of schools at the expense of the rights of the local 
community; toward an improvement of the teaching staff and 
of the processes of instruction; and toward the complete elimi- 
nation of ecclesiastical influence. While bcal pastors are found 
in the great majority of local school boards, the sentiment of 
the school as represented by the teaching class is strongly in 
favor of the eUmination of the one remaining form of ecclesi- 
astical control. The point to which other coimtries must give 
so much attention — the administration of an effective com- 
pulsory school law — has been on account of long experience 
almost automatically operative in Germany for more than a 
century. 
,ciop. France. — Agitation for public education in France began 

Ji^sch*! ^^^ ^^ campaign in public opinion against the Jesuits and 
lanin with their expulsion (1764). Yet at the opening of the Revo- 
^^ lution more than half of the men and three-fourths of the women 

of France could not sign their names. The early Revolutionary 
Assemblies received many reports on education; the later Con- 
ventions passed many laws. But little in the way of execution 
was accomplished. In 1795 the National Normal School and 
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numerous secondary schools, The Central Colleges, were estab- 
lished. Conditions were so chaotic that little was accomplished 
and this little did not affect the one thing demanded by the 
Revolutionary sentiment, — universal, compulsory, free edu- 
cation. In 1806 was established the University of France, 
which included in itself, practically as a department of the 
national government, all secondary and higher education. Both 
Napoleon and the government of the Restoration neglected ele- 
mentary education. This was left to religious societies and 
monitorial scboob after the plan of Bell and Lancaster. Public 
elementary education dates from 1833. At that time Guizot, Oi^ 
Minister of Public Instruction, proposed and carried into execu- ""^ 
tion a law which established elementary schools of two grades, 1S33 
primary and grammar, in practically every commune. These 
offered tuition to the poor without expense; provided religious 
instruction and reserved to the government the right of appoint- 
ing teachers and determining their salaries. Primary education 
was made free in i88i and compulsory in 1883; the present 
organic hiw establishing the most perfect system of centralized 
and state-controlled schools now in existence dates from 1886. 
Until very recently, however. Church schools were as numerous 
and more influential than the non-sectarian state schools. Until Pi«wqi 
1882, religious instruction was given in all schools. All private """^ 
schools are required to have the sanction of the state. Since 
1901 all religious congregations have been required to obtain 
authorization and legal recognition in order to cany on edu- 
cational work. The supplementary legislation of 1903 has 
practically closed all religious schools. 

England. — In England, the land of institutional evolution Dndo 
rather than of revolution, this transition to the politico-economic ^^^ 
stage has been longest delayed and is yet far from complete, maun 
The various philanthropic-religious school societies have been ""^"^ 
eniunerated in connection with the movements from which they 
sprang. As in many localities of the United States, the first 
public support of education came in the form of grants to these 
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church-school societies. Beginning in 1833, after a long con- 
troversy as to whether the government had any right at all to 
interfere in connection with education, the English government 
aid to continued to grant annually an ever increasing amount to the 
^ anoe schook maintained by the National Society and the British and 
Foreign School Societies. These grants were used chiefly for 
the erection of schoolhouses and upon condition of the right of 
government inspection. In practice none but clergymen were 
appointed inspectors; moreover, schools were required by law 
to give instruction in religion. As a result of parliamentary 
grants, teachers' training colleges were opened in connection 
with these societies in 1841 and 1844. Grants for pupil teachers, 
for books, for school supplies, were added within a few years. 
In 1 86 1 the system of distributing these grants according to the 
nimiber of pupils that had satisfactorily passed the examina- 
tions given by government inspectors in specified subjects was 
adopted. This is the "payment by result" system, which pro- 
duced a formalizing tendency iu the work of the schools and has 
schools only recently been abandoned. The act of 1870 established the 
'^^° first elementary schools organized, supported and supervised 
by the state. These are the "board schools," controlled by 
local boards and supported partially by local taxation, which 
must be at least equal to the government grants. By the law 
of 1870 compulsory attendance regulations might be adopted 
by district school boards; but until there were schools, such 
laws would be superfluous. By the law of 1880 compulsory 
attendance under ten was provided for; by that of 1899 the age 
was raised to twelve, and by that of 1900 the local boards were 
permitted to raise the age limit to fourteen. These two systems 
of state or "board schools" and church or "voluntary schools" 
remained side by side until 1903. 

In 1902 there were 5878 board schools with 38,395 teachers, 
to 14,275 voluntary schools with 29,283 teachers. The law of 
1903 gave support to the voluntary or church schools from the 
local rates and thus unified the system. The opposition of the 
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people to such compulsory state support of church schools pre- Pnan 
cipitated a violent political conflict and largely contributed to ^Si 
the overthrow of the conservative government responsible for eductf 
the law. In 1906 a bill was introduced providing for local 
political control of all schools, with minority representation for 
the ecclesiastical organizations contributing a part of the school 
support for denominational religious teaching in schools where 
three-fourths of the patrons demand it, and for unsectarian 
religious instruction in all schoob. 

The United States. Early Free Schools. —Many of the early Pi^Jie 
New England schools received their support from a variety of ^^ 
sources, such as the sale or rental of public lands, rental from Unddi 
fish weirs, from ferries, from bequest and private gift, from sub- ^^^ 
scription, from local rates, and in nearly all cases from tuiticm centut] 
of students. Wherever in the colonies it was customary for the 
local or colonial government to assist schools by grants or by 
taxes, it was also customary for the schoolmaster to supplement 
this small allowance by tuition charges regulated for the most 
part by common custom. As the schoob established by the 
towns required some previous training on the part of those 
entering them, usually the knowledge of the alphabet or the 
ability to read, "dame schoob" of a most rudimentary charac- 
ter sprang up in great numbers. The government of the New 
England towns was a pure democracy, and the control of schools 
remained for a long time in the hands of the town meeting itself. 
Only gradually were powers delegated flist to the selectmen 
and then, in the eighteenth century, to a school committee. 
Then the necessity for tuition fees from the pupil was replaced 
by a more generous assessment upon the town. Thus it hap- Thc«ei 
pened that in Massachusetts by the middle of the eighteenth ^^ 
century, and in other New England commonwealths shortly be&n 
afterward, elementary schoob were for the most part free. *■""*" 
These early systems of public or free schoob were lai^ly due 
to the religious devotion of the New England people and to the 
practical identity of Church and state. 
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The Educational Revival of the Early Nineteenth Century.--' 
With the decline of the religious fervor and of the unanimity 
of religious belief in the later eighteenth century, interest in 
education declined also. The Latm grammar schools disap- 
peared; private schools — the academies — took their place; 
and the elementary schools became more minutely subdivided 
and less generously supported. The establishment of schools 
upon a politico-economic basis was a growth of the nineteenth 
century. Although this transition went on during the entire 
half century, it was concentrated in the period from 1835 ^^ 
1850, to which has been given the name of its leading agitator, 
Horace Mann (1796-1859). Since schools were very generally 
supported by local taxation in Massachusetts, the reforms striven 
for by Mann as secretary of the Massachusetts School Board 
dts of (1837-1849) were the abolition of the small district schools in 
favor of the better-supported, better-taught, better-equipped 
and more centralized town schools, a better preparation for 
teachers, the establishment of normal training schools, a longer 
school term, school libraries, an enriched curriculum, improved 
methods of instruction, and the building up of a spirit of edu- 
cational enthusiasm among the people and of professional spirit 
among the teachers. The immediate results of the labors of 
this first great organizer of American educational forces were 
most encouraging. 
> educa- This educational revival was not confined to Massachusetts; 
kcmIX^ there were many leaders as able and some, such as Henry 
resulted Bamard, as prominent as Horace Mann. Chairs of education 
itionof ^^^® established in several colleges. Though there had been 
an in one State superintendent of education before this time (in New 
^ York from 181 3), many states now established such an office. 
A movement toward the concentration of administration of 
school affairs began. Educational magazines were established 
and a voluminous literature appeared. Educational commis- 
sioners were sent abroad by several states; common school 
funds were established; and, above all, some progress was 



Tk* SociobgUal Tendency in Edueatum 393 

made, by the leaders at least, toward an appreciation of modem 
methods and the modem spirit in education. This latter came 
largely through a greater knowledge of and appreciation for 
the ideas and methods of Pestalozzi and of the Gennan schools. 

Modern Slate Systems 0} Education. — As with Germany, The^ 
there is no single system of education in the United States, but J^Sj' 
an independent system for each state. Yet the outline and in maa, 
general characteristics of these systems are much the same. ""'" 
The amalgamation, or development into consistent state sys- 
tems, was an outgrovrth of the revival previously discussed and 
of the establishment of the free school idea. The final establish- Ouiiint 
ment of the idea of free schools in the modem sense of the term °'.'*^/' 
was of quite recent occurrence. In New York the abolition of of Amei 
tuition in public schools was made by law in 1867. In New J^S^ 
Jersey and Michigan it did not occur until the following year, 
bi Pennsylvania the law was passed in 1837, and in Indiana it 
was embodied in the constitution of 1852. The free school 
system, thus developed, is constituted as follows : In every state 
the system of elementary schools oflfers instruction for seven, 
eight, or nine years, from the fifth or sixth year of age. In most 
states a secondary or high school course provides instruction 
for three or four additional years. In all except a few of the VMTinf 
extreme eastern commonwealths, state universities offering free F^*" 
tuition to all, or to all from within the state, are to be found. 
Varying degrees of unification exist among these parts of the 
school system or in the administration of any particular part of 
it, as that of the elementary schools. The same forces that 
worked toward the development of this system now work for 
the closer unification in administration. 

THE IITDnSTRIAL TENDENCY. —The politico-economic E>riieM 
tendency until very recently has been dominantly political; it ^^! 
is now becoming dominantly economic. The fact that the outgro* 
basb for this early sociolc^cal movement was chiefly political ^f?" 
and military can be illustrated by this one series of facts: with 
the exception of the school in connection with the royal mines 
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at Freiburg, Saxony, the first institution for the higher educa- 
tion in engineering and other scientific lines was the Austrian 
Military School at Vienna, established by Maria Theresa in 
1 747 ; the French monarch followed with the school at Men- 
zieres within a year or two; and Frederick the Great established 
a RiUer-Academie of a similar character in 1764. The first 
school for scientific and engineering instruction in our o^m 
coimtry was at West Point (1802). The first technical instruc- 
tion of a public character in England was the outgrowth of the 
training of naval and military ofiicers, and then not until the 
middle of the nineteenth century. 

Until recently the training for citizenship that has always 
been assigned as a chief function of state systems of schools has 
been along political and social lines. The aim of education was 
ivoca- to prepare the individual to exercise the right of su£Frage in- 
l prepa- telligently, to perform the duties of citizenship fully and honestly, 
nedu- to discharge the duties of office satisfactorily. At least in our 
^j^ own coimtry, with its democratic social structure, the emphasis 
in public education has been largely from this point of view. 
For several decades past in Europe, and in recent times in our 
own country, a new interpretation of education for citizenship 
is being given. It is that education is to make the individual 
an economically productive social unit/ and hen ce a valuable 
Bco- citizen. Especially in continental Europ e, above all in Ger- 
^.^"? ^ many, has this tendency been long empha sized. The com- 
tizeh- mercial and indu^al advance, and that means the political 
and social advance of the various nations during the past half 
century, has been in very vital relationship to their educational 
advance. England and America have just awakened to this 
fact; hence many radical changes are now being proposed, or 
even actually introduced into school work. Especially, in our 
large urban commun ities, with great numbers of foreign immi- 
grants, is it recognized that economic efficiency is one of the 
first essentials of good citizenship^ and tliat such trainmg must 
become a function of the school. 
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On account of the greater intensity of industrial rivalry, ludioi 
most European countries have responded more immediately to j^*)^ 
this new demand than have we in America. Of all nations wodc li 
France has made most radical changes in this respect. Agri- ^""P* 
cultural instruction is given in every rural school, manual or 
technical training in every urban school. Needlework, cook- 
ing, horticulture, and in localities special technical subjects of 
local interest are taught. School museums, school gardens, 
school libraries, are more generally provided than in any other 
country, in the endeavor to relate the school immediately to 
practical life. In England among the subjects for which pay- 
ment is made by the government and which are quite generally 
adopted are cooking, sewing, manual training. Other subjects 
not so generally incorporated, but still subsidized, are domestic 
economy, laundry work, dairy work, cottage gardening, and 
"suitable occupations" adapted to particular localities. Dutch 
schools include instruction in dairying and various local indus- 
tries. The Swiss provide, either in the elementary schools or 
in supplementary schools, for technical training in every one 
of the industries peculiar to their country. In Germany the 
tendency to introduce technical subjects into the elementary 
grades has not been so general. Needlework has been generally 
accepted; manual training less so. 

But In Germany this tendency is seen at its best in the con- in Ccn 
tinuation schools, night schools, and various types of secondary '^'J* 
technical and trade schools of the greatesf variety. It is in oftedut 
technical instruction in higher fields that most progress has fj^^ 
been made of recent years. But German schools are of a more of emy 
practical kind than engineering schools of collegiate and uni- E^^ 
versity grade, that have been referred to previously. Technical vdopad 
schools, offering training for almost all lines of industry and 
trade, have been established. Among these are schoob of de- 
sign, of textile weaving, of pottery making and design, of dye- 
ing, and of all forms of practical chemistry. Of a more general 
character are those schools (the Baugewerkeschukn) that admit 
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students of practical experience to courses dealing with the 
principles and practices of building construction^ the nature of 
materials, mechanical and free-hand drawing, modeling, science, 
mathematics, etc. Many different types of these schools exist in 
all continental European states, but most numerously in Germany 
and Austria, and all are supported by the state. Some give 
direct training in the trades (Fachschulen). Less technical are 
the industrial schools (Industrieschulen and GewerbeschiUen). 
The industrial and applied art schools (Kunstgewerbeschulen)^ 
and more important still the continuation schools iForibUdung- 
schulen)^ continue the work of the elementary school along all 
these practical lines. School sessions are held week days, Sun- 
days and evenings. Allied to these are the commercial schools 
of secondary and even university grade. In this respect, as 
in all others, Germany, with its schools at Cologne, Munich 
and other places, was first in the field and ever in the lead. 
e done in Except in the cases of the scientific or engineering schools in 
jnited connection with the leading imiversities and a few technicai 

ss except 

ivanced and trade schools, usually of secondary grade and always undo 
tticai private auspices, little has been done in the United States. 

Progress is here being made along two lines. One is the direct 
ecity establishment of industrial schools, which will soon be incor* 
°i^^ porated in the work of the public schools, at least as evening 
xi indu»- schools. The other is in the modified character of the manual 
nlctl training instruction so generally given. This work, introduced 
ols. quite generally since 1885, first in the secondary schools of our 
S ^^ larger cities and recently in the elementary grades of many of 
luai them, was first largely a training in processes of construction, 
"°f ^ analyzed into its parts. Its object for the most part was to 

I elemen- , •' ^ •' ^ 

and tram the senses and to develop the power to work with objective 
1^*^ material. More recently still there prevailed the idea of Sloyd 
work, appealing to the interests of the child through the con- 
struction of a completed object and of something useful or 
ornamental in the home. But the present tendency seems to 
be definitely toward training in trade and craft processes. 
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Thus through the subject of nature study, study of agricid- 
lure, sewing, manual training in the grades; through com- 
mercial high schools, trade schools as yet supported by philan- 
thropic enterprise, commercial and industrial courses in high 
schools, evening schools, manual training high schoob, in the 
secondary field; through colleges of commerce and schools of 
applied sciences, either initiated or projected in the higher fields, 
the educational system of the United States is responding to this 
most recent social demand upon education which has already 
such remarkable response in European countries. 

Thus is the politico-economic tendency shifting from the ReUii« 
political to the economic basb in educatio n. The significance ^^ 
of the Froebelian philosophy of education in placing such in- to this i 
dustriat and constructive work on a rational pedagogical basis J^J^^ 
has been mentioned (p. 339). This offers the chief explana- teodem 
tion of the fact that it is the Froebelian idea of education that 
is coming to prevail in the present. 



f / From the sociological view-point, education is the process of securing 



r the Btability and the betterment of society, ine sociological view empha- 
sizes' tlie"~faippiLanLi; of u piufjct aetetJtlon of educational subject- matter 

. as a chief means of prepaJitrg"tEe individual for proper social life and ha s 

I resulted in making education unive;^ and free. All those who led in the 
practical aspect of the psychological tendency, contributed to the socio- 
logical view in their emphasis upon the moral or social aim m education. 

> Pestalozzi and Froebel especially looked up on Rcinratinn aa t) \^ mfH"" ''^' 



•n 



so cial bettermept jl f T hose who led in the scientific movement also c 
tributed to the sMloIogical tendency in insisting that new material should 
be introduced into the curriculum and that education should meet the needs 
of^jadeni life. The advanced statesmen of the late eighteenth and early 
nineteenth century saw the relation of education to political and national 
welfare. Many of them recognized that the perpetuity of the new form^^ 
of democratic government depended upon the education of the maasesj' 
During the nineteenth century, social and political thought and practice 
has been revolutionized with resulting changes b education. One of the 
earliest forms of this sociological interpretation agreed with the general 



i 
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scientific view in considering the function of education to be the genen] 
/dissemination of knowledge. A second, and more practical, interpretatioo 
^viewed education as one form of social control. A third, more abstract 
view, interpreted education as the process of the social mind ; — the processes 
of transferring the result of eicperience from generation to generation. 
From a somewhat similar view-point, education becomes the chief means of 
' social evolution; the means by which man negates the law of non-inherita- 
bility of acquired characteristics and hands on to successive generations the 
accumulated experience of past ones. The concrete development of 
educational facilities in response to theJdeas of the sociological tendeoqr 
has been through two distinct phasesi^ne that of schools founded from 
philanthropic and religious motives, ana%e second that of S3rstems of public 
free schools established from economic and poUtiaJ reasons. Governments 
frequently contributed to schools during this first general period; but such 
schools remained under the control of churches or of quasi-public organi- 
zations. Both control and support of schools in this latter stage are political. 
The states of the Teutonic peoples began to develop such systems during the 
sixteenth century and perfected them in the later eighteenth and eaily 
nineteenth centuries. While some of the New England colonies originated 
such systems earlier, in most of the American oonunon wealths they de- 
veloped gradually during the first half of the nineteenth century. In 
England this growth has dated from 1870. The most marked present tend- 
ency in these public school systems is towards the inclusion of various 
phases of vocational and industrial training as a preparation for citizenship 
and as a means of economic and social advance. Modem philosophical 
interpretation is furnishing a theoretical basis for these changes, whidi 
practical considerations have demanded. 



CHAPTER XIV 

CONC HJSIOMS : THE PKESENT ECLECTIC TENDENCV 

GENERAL CHARACTERISTICS. —The educational thought H>mw 
of the present seeks to summarize these movements of the recent ^J^, 
past and to rearrange and relate the essential principles of each trfag e 
in one harmonious whole. The educational activity of the '^^^ 
present seeks the same harmony in reducing these principles 
to practical schoolroom procedure. The frequent changes in 
subject-matter, in method, in organization, bring their own 
evils and appear as curious phenomena to conservative edu- 
cators of more stable societies. Yet they are rec<^itions that 
new principles have been formulated, new truths recognized, 
and that practice controlled by tradition or by principles derived ludou 
from a partial view alone must be readjusted in close accord ^^ 
with the new truths derived from the ever expanding knowledge ucm 
of life and of nature. 

FUSION OF PSYCHOLOGICAL, SCIEHTinC AND SOCIO- Eknua 
LOGICAL TENDENCIES.— To this eclectic view of education ^^ 
the three tendencies in the educational thought of the eighteenth ticTiew 
and nineteenth centuries have contributed. In the main the ,jj^ 
psychological contributions have related to method; the scien- wer; 
ti&c to subject-matter; the sociological to a broader aim and a 
better institutional machinery. And yet each movement has 
exerted some infiuence on method, on purpose, on organization 
and on subject-matter. The most prominent contributions of 
these movements can be summarized in a few sentences. From ttrRm 
Rousseau came the idea that education is life, that it must 
center in the child and that it must find its end in the individual tnPati 
and in each particular stage of his life. From Festalozzi came lonii 
399 
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the idea that efficient educational work depends upon an actual 
knowledge of the child and a genuine sjonpathy for him; that 
education is a growth from within, not a series of accretions 
from without; that this growth is the result of the experiences 
or activities of the child; consequently, that objects not symbob 
must form the basis of the process of instruction; that sense 
perception, not processes of memory, form the basis of early 

iierbart; training. From Herbart came the idea of a scientific process 
of instruction; a scientific basis for the organization of the 
curriculum ; and the idea of character as the aim of instruction, 
to be reached scientifically through the use of method and 

Froebtl; curriculum as defined. From Froebel came the true concept 
tion of the nature of the child; the correct interpretation of the 
starting point of education in the child's tendency to activity; 
the true interpretation of the curriculum as the representation 
to the child of the epitome of the world's experience or of the 
culture inheritance of the race ; and in general the first, and as 
yet the most complete, application of the theory of evolution to 
the problem of education. From the scientific tendency came 
the insistence upon a revision of the idea of a liberal education; 

hit sden- & i^^w definition of the culture demanded by present life; and 

tend- the insistence stronger than ever when reenforced by the socio- 
logical view, that industrial, technical and professional training 
be introduced into every stage of education and that it all be 
made to contribute to the development of the \fte man, — the 
fully developed citizen. From the sociological tendency came 
the commonly accepted belief that education is the process of 

he socio- development of society; that its aim is to produce good citizens; 

^tend- consequently that every citizen must be educated; that this 
education is secured through the fullest development of per- 
sonality in the individual; that this development of personal 
ability and character must fit the individual for citizenship, for 
life in institutions and for some form of productive participa- 
tion in present social activities; in a word, that one must learn 
to serve himself by serving others. 
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CURRBin' EDUCATIONAL TENDENCIES. — A more profit- Expu 
able and more concrete summary of the past can be made in ^T" 
terms of present tendencies. Most evident of all to the teacher 
are the many changes now being made in the curriculum. Such 
changes are chiefly an outgrowth of the sociological tendency, 
and are attempts to make the curriculum expressive of present 
social activities and aspirations. Following this there is the ration 
effort to make educational method and the procedure of in- """ 
stnictioa more definite, more scientific and more universally 
followed. This requires the further preliminary training of 
teachers and continuous professional study by the teacher and traini 
oversight by the supervisor throughout the teaching experience. 
This, above all, is the result of the psychological tendency. 
Connected with this change is the correlated tendency to closer 
articulation of subjects within the curriculum and of the vari- 
ous types of schools within the system. This is a result of the doaer 
recognitirai of the significance of education as a social process, Jj^^ 
of the more scientific character of schoolroom work, and of the of^ 
more general attention to the administration and the perfection ""^^ 
of institutions. Hence there is at present a combination of 
psychological, scientific and sociolt^cal influences. 

The growing centralization in school administration and the spedi 
more thorough and scientific school supervision are the results ^^ 
of new economic conditions bringing about centralization in all 
lines of social activities and a sp>ecialization in all lines of work. 
The latest phase of this tendency to specialization is revealed 
in all the professions, among them that of teaching. This recogi 
results in another tendency, — the recognition of teaching as a „^ 
vocaticm and as a profession with highc and more definitely fa^a 
recognized standards. This recognition depends primarily upon 
two conditions; namely, the demand for higher qualifications 
by those who employ teachers, and the incorporation of instruc- 
tion in education and of training in teaching into the profes- e^uo" 
aional work and cultural investigations of higher institutions of ^^^ 
letming. 



402 Brief Course in the History of Education 

tiiminar One of the present tendencies gives rise to a new educational 
I^^J^^ problem, and at the same time solves an old one. The complete 
rom the secularization of schools has led to the complete exclusion of 
athc religious elements in public education, and the very general 
em oC exclusion of the study or even the use of the Bible and of all 
^ ^ religious literature. Thus the material that a few generations 
«*»<» ago furnished the sole content of elementary education is now 
entirely excluded and the problem of religious educaticm is 
presented. Little attempt at solution is being made and little 
interest seems to be aroused. The problem for the public 
school teacher comes to be quite similar to that presented by 
the Greek philosophers, to produce character through an edu- 
cation that is dominantly rational and that excludes the use of 
the supernatural or religious element. For our schools we have 
definitely rejected revealed religion as a basis for morality and 
seek to find a sufficient basis in the development of rationality 
in the child. Thus one most important phase of education is 
left to the Church and the home, neither of which is doing much 
to meet the demand, 
insbnoi Another tendency is the expansion of the scoi>e of school 
^ work. Much of the work recently included within schoolroom 
instruction is yet inadequately organized and hence indifferently 
presented. Unsatisfactory results follow. But undoubtedly 
the need is simply for more experience. What new social con- 
ditions have demanded, new school conditions must supply. 
The work of the school can no longer be restricted to the merest 
rudiments or instruments of learning. What is now demanded 
are the rudiments of living, the instruments needed for success- 
set new ful life in complex modem civilization. The most prominent 
° phase of this tendency of the present is the incorporation of the 

industrial element in all school work. This argues a radical 
reshaping of our idea of education as well as of the instructing 
process. Education is to be broader, schoolroom instruction 
more helpful, more immediately practical, more directly re- 
lated to conduct, and hence more moral. Whether this is a 
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general concession to materialism or not, is too large a problem 
to be discussed bere. Whether it is, in any individual case, 
depends for the most part on the teacher. This new tendency 
which bids fan: to increase far beyond present experience is 
wholly in answer to new social demands: And society must 
accompany these demands with a corresponding service, — ifjf^ 
liberality in the support of education greater than ever shown c»doa l 
before. The expenditures for education in the present are un- "**' 
precedented; but they are not to be a precedent for the future. 

HAlUaOniZATION OF INTEREST AND EFFORT.— The I><»1~ 
eclectic character of present educational thought and practice i^yfdj 
is shown by the endeavor made to unify the elements of interest pa<od < 
and effort in theory and in schoolroom procedure. The long ^**^ 
' period of peace, during which the ctmception of educaticm as 
effort or as discipline prevailed, was succeeded by that period 
of conflict between the idea of education as discipline and the 
idea of education as a natural process determined wholly by 
the interests of the child. Both practical experience and 'o'lo'o 
further theoretical investigation are showing that the interpre- confiict 
tation of education from the point of view of interest alone is ^•"•1 
as partial as the old interpretation of education as discipline, mjkd 
Consequently the present tendency is one of reconciliation, of '"'•"** 
interest and effort, as the basis of educational practice. The 
period of conflict occupied the second half of the eighteenth and ^ P' 
practically all of the nineteenth century. The period of recon- nccmd 
ciUation in our own country is practically that of the present ^V* 
generation. tSbit 

Interest is essential as the starting point of the educative 
process; effort is essential as its outcome. The purpose of 
appealing to the interest of the chUd is to lead him to the point 
where he will put forth effort to master the unsolved problems, 
the undetermined relationships of his environment, whether of 
the schoolroom or of life. The object of the old education of 
effort was to develop in the child tlie power of voluntary atten- 
tion, of application, of strength of wiU, that would enable him 
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rest the to ovcrcome the obstacles or to accomplish the tasks of each 
5^ effort day's experience. The object of the new education of recon- 
power of ciliation is to reach the same end through immediate appeal to 
ion the ' Spontaneous attention and to the native interests of the child. 
»™c The old was valid only for the comparatively few who were of 
such native ability as to profit by the training. The new, by 
I ▼few building upon the essentials of human nature itself, seeks to 
ct d secure that development for all. In both, the purpose is to 
^P? produce that motivation in moral judgment and that power 
01 of accomplishment in action, the combination of which is 

character, 
iier in- Neither interest nor eflFort is an end in itself; neither interest 
\^ nor effort alone is a sufficient guide to the educative process, 
cient Interest is the condition of mind arising out of the child's own 
' powers and needs in response to stimuli from his environment. 

Effort is the other side of the same situation and represents the 
discharge in response to the stimuli, — a response that calls for 
ire two a greater expenditure of energy than can be sustained by the 
6 process original exciting interest. What is aimed at in education through 
a combination of both interest and effort is the production of a 
result is type of mind that includes power of rational insight, of delibera- 
tion, of independence of judgment, of firmness of decision, and 
of effective action. To secure this, both interest and effort must 
be depended upon or called forth in the educative process, 
problem The problem of the schoolroom, then, is neither by authority 
^^Iroom to hold the child to the mastery of certain tasks which are un- 
interesting in themselves and from which his attention is with- 
drawn the moment the external pressure is removed, and thus 
to develop will power and moral character; nor, on the other 
hand, is it the work of the school so to surround the needed 
activities or learning processes with factitious interests as to 
sugar coat the pills of schoolroom tasks. The harmonization 
of the problem of effort and interest consists in so relating the 
tasks of the schoolroom to the real life of the child, by drawing 
them directly from the activities of the child and of society, that 
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be grows into his fuller adult self through assimilation into his btorei 
own personality of that which is, and which he recognizes to be, ^^ 
an essentia] part of the life of society around him. This activity neun 
is effort; interest consists in arousing in the child the realiza- ^^ 
tion of its vital relation to his own life. Personality is expanded 
and character produced as this possible relationship is developed 
into a normal and an abiding reality in the life of the individual. 

THE MEANinO OF EDUCATION, as conceived in the pre»- 
fssAf is found in this harmonization of interest and effort. This 
is but another attempt to solve the problem of the individual 
and of society, which, as we have seen, has been the educatitmat 
problem as it has been the ethical problem, : 
of human life. How is the individual to t 
secure the full development of personality i 
time preserve the stability of institutional I 
evolution to a higher state? It is the old problem of securing The p 
both individual liberty and social justice. Interest and effort '^^ 
give in modem form Aristotle's problem of well-being and well- probiei 
doing. Interest, representing the emphasis or the factor of in- ^^^ 
dividualism, is an outgrowth of the naturalistic movement of lodetr, 
the eighteenth century. The education of effort is the survival X^Vi 
in conservative circles of the old education of authority ex- libe*^ 
pressive of the religious and social views prevalent since the ^^j, 
Reformation period. These views have survived longest in juMi« 
educational institutions that are controlled by religious denomi- 
stations or by certain dominant classes in society, as in the 
English public schools and universities. 

The definitions of education throughout this earlier period Danb 
were given in terms of training for institutional or social life „,ti^ 
(Chapter IX). The definitions of education acceptable to the fa °^ 
new thought of the nineteenth century were those couched in i^M^ 
terms of individual development, as that of Pestalozzi (Chap- 
ter XI). 

The meaning of education, as at present conceived, is found 
in the attempt to combine and to balance these two elements of 



4o6 Brief Course in the History of Education 

Dt tend- individual rights and social duties, of personal development and 
uuITo^ social service. The meaning of education in the present finds 
I fmctor its whole significance in this very process of relating the indi- 
vidual to society, so as to secure both development of personality 
and social welfare. It is true that for the last two decades the 
tendency in thought, in reaction to the extreme emphasis on 
interest and on individualism, has been to stress the social 
factor. Education has been defined as preparation for citizen- 
ship, as adjustment to society, as preparation for life in institu- 
tions, as the acquisition of the racial inheritance, 
nt But definitions more acceptable to present thought seek to 

^taims combine both factors and to find a harmonization of them in 
th the nature of the educational process. Thus Professor James, 
J^ ^ from the psychological and hence individualistic point of view, 
tioD defines education as ''the organization of acquired habits of 
action such as will fit the individual to his physical and social 
environment." President Butler's view emphasizes the socio- 
logical aspect but gives both elements. It is that education is 
the "gradual adjustment of the individual to the spiritual pos- 
sessions of the race." Professor Home's definition clearly re- 
veals this eclectic tendency as including the psychological, the 
scientific, and the sociological elements in our present thought 
of education. This definition is as follows: "Education is the 
superior adjustment of a physically and mentally developed 
conscious hmnan being to his intellectual, emotional and voli- 
'/ - tional environment." Professor Dewey defines education as 
' • '• p "the process of remaking experience, giving it a more socialized 
' \ /, value through increased individual experience, by giving the 
• ' individual better control over his own powers." Here both in- 
dividual and social factors are emphasized and harmonized. 
From whatever line of investigation the problem of education 
^ is now approached, its meaning is given in some terms of this 
to harmonization of social and individual factors. It is the process 
J°"*^ of conforming the indivi dual to the given social standard or type 
» in such a manner that his inherent capacities are developed . 
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his greatest usefulness and happiness obtained, and, at t he 
same time, the highest welfare of society is conserved. 

THE CUSSICnLUH. — The curriculum is no longer a sacred The . 
inheritance, possessing absolute and permanent validity, the ^tg^ 
contents of which the chUd must master in order to attain to then 
an education and to be admitted to the channed circle of the ^^ 
cultured. The curriculum becomes but the epitomized repre- »««» 
sentation to the child of this cultural inheritance of the race, — 
of t hose products of human experience which yet enter into the 
higher and bett er life of man and which t he pre sent generat ion 
estee ms to be of _yalue to the individual and of wo rth to soci ety 
as a whole. S uch an appraisement of the values of life must C<»»e 
change from generation to generation, if there is to be progress ^"" 
in life; if life in the present has any value in itself beyond mere v*n 
existence, culture cannot be the same for the twentieth century ^^^ 
that it was for the eighteaith. The formal statement of the <^»^ 
elements of character must remain much the same; the con- 
crete content must vary as life varies. The curriculum must Hwc 
present to the child in idealized form, present life, present J^^ 
social activities, present ethical aspiratiws, present apprecia- liie,id 
tion of the cultural value of the past. Only as a part of present 
life, that is only as it touches the present life of the child through 
the life of society, can it call forth that interest which is essen- 
tial to the educative process. Hence as a result of the his- 
torical studies we have pursued, it appears that the curriculum 
must be adjusted constantly, though very gradually, so as to 
reorganize the old culture material and to include the new. The 
curricu lum is the child's introduction to life, as schooling is the 
preparation for it. The curriculum, then, must really introduce 
to life as it is and as it should be; the school should actually 
prepare. 

METHOD. — Method is the process of using this culture Ddni 
material so as to produce the desired development of the child. ""*• 
This development must include the expansion of bis own powers, 
the creation of control over them and the direction of them to 
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the necessaryi to the useful, and to helpful social activities. 
Method is the guidance of the child in his activities by the 
teacher so that he may incorporate into his own experience that 
portion of the experience of the race which, to those who have 
the direction of his education, seems valuable; that is, suitable 
for his stage of development and similar in complexity to his 
frarkof own interests and activities. The sole effort of the teacher 
***'*' should be directed toward the guidance of this process; his sole 
interest should be in the expanding consciousness of the child, 
in f urnishing experiences appropriate to the power of the child 
and properly related to his interests and activities. The teacher 
should be so equipped by previous training that he can give un- 
divided attention to this process. Hence the necessity of meihod^ 
^M as the term is ordinarily used. This method should be pos- 
^^^ sessed by the teacher, but it is of most value when most un- 
consciously used. Method in the broader sense requires upon 



^J^ the part of the teacher a knowledge of the child; a knowledge 
of his existing interests, activities and possessions; a mastery 
of the material or the subject-matter dealt with; an imder- 
standing of the process through which the child incorporates 
the novel experience into his own; and an ability to use and to 
make subordinate the machinery of the schoolroom and the 
technique of the process of instruction. This last alone is con- 
sidered method par excellence^ but it is only one phase of method. 
)U8de- Thus, in this broader eclectic view, as shown by historic survey, 
iw^siff- psychological method, scientific method, sociological method, 
ince of schoolroom method or technique, are all included and should 
°^ be considered as essential in the preparation of the teacher for 

his work, 
problem THE PERMANENT PROBLEM. —The problem of education 
***^*°'^ is to transmit to each succeeding generation the elements of 
culture and of institutional life that have been found to be of 
value in the past, and that additional increment of cultiue 
which the existing generation has succeeded in working out for 
itself; to do this and also to give to each individual the fullest 
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liberty in formulating bis own aims in life and in shaping his 
own activities to these purposes. The problem of the educator Th. 
is to make the selection of this material that is essential in the ^ 
life of the individual and essential to the perpetuity and progress 
of society, to construct it nto a curriculum, to oi^anize an in- 
stitution to carry on this great process, and to fonnukte the 
rules and principles of the procedure which actually accomplish 
the result. The problem of the school is to take the material Tb 
^elected by the educator, to incorporate it into the life of each ' 
member of the coming generation so as to fit him into the social 
life of the times, to enable him to contribute to it and to better 
it, and to develop in him that highest of alt personal possessions 
and that essential of a life satisfactory to his fellows and happy 
in itself, which we term character. Character in this sense 
demands on the part of the individual a knowledge of the best 
of the past and the present upon which to base rational action; 
sympathy for one's fellows and a good will that will give the 
proper motive to conduct; and a power of accomplishment, of 
turning ideas and motives into deeds, that will make efficient 
members of society. The problem of society is to maintain Tin 
this expanded work of education liberally and effectively, and ^ 
by more generous support to remove the teaching profession »d 
from those competitive conditions which tend to reduce its effi- 
ciency to the lowest rather than the highest standards, and which 
tend to base the remuneration and social reward of the teacher 
upon such conditions as prevail in the workshop and the market 
rather than those which operate in the professions. Based upon Th. 
his knowledge of this culture product of life and of the method J^ 
of incorporating it into the lives of the young, guided by his 
sympathy for the child and his good will for society, the problem 
of the teacher is to develop character in the child out of the ma- 
terial and the processes furnished by the school. 

To do this, year after year, with each individual of the group 
which falls to his or her bt, is the ever solving, but never solved^ 
problem of education. 
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